DOCUMENT RESUME 

ED 336 628 CE 059 120 



AUTHOR 
TITLE 

INSTITUTION 
SPONS AGENCY 



REPORT NO 
PUB DATE 
NOTE 

AVAILABLE FROM 



PUB TYPE 

EDRS PRICE 
DESCRIPTORS 



IDENTIFIERS 



Arnold r Rick; And Others 
Educating for a Change. 

Between the Lines ^ Toronto (Ontario).; Doris Marshall 
Inst, for Education and Action r Toronto (Ontario). 
Canada Council, Ottawa (Ontario).? Ontario Council 
for the Arts, Toronto.? Ontario Dept. of Education , 
Toronto. 

ISBN-0-921284-48-9 
91 

217p.; For related documents, see CE 059 121-124. 
Doris Marshall Institute, 818 College Street, #3, 
Toronto, Ontario M6G 1C8 ($11.95 plus 20% shipping 
and handling; in Canada add 7% sales tax) . 
Guides - Non-Classroom Use (055) 

MFOl Plus Postage. Pc Not Available from EDRS* 
Adult Education; Change Agents; *Change Strategies; 
Check Lists; Curriculum Development; Democracy; 
Democratic Values; Developed Nations; Foreign 
Countries; *Group Dynamics; Group Experience; 
* Individual Power; Learning Activities; Material 
Development; Personal Autonomy; ^Program Design; 
^Program Development; Self Determination; *Social 
Change 

^Canada; Popular Education 



ABSTRACT 

Intended for educators, this book aims to build their 
skills and confidence as they educate for social change. Chapter 1 is 
about strategy — factors to consider before getting involved in an 
educational program. It discusses the importance of putting oneself 
as an educator into the picture and of analyzing the broader social 
context in which educators' work takes place. Chapter 2 draws from 
the authors* experience in designing educational events so they meet 
the objectives people bring to them. A discussion on planning an 
educational program concludes with a checklist for effective design. 
Chapter 3 focuses on educational activities with examples of some 
that have been found useful. Each activity has these components: why 
use it?, time it takes, what one needs, how it is done, va.r •♦•ions, 
and source. Chapter 4 concerns facing the challenges of fr- ating 
a group, making the most of who one is, and working through 
conflicting agendas. Chapter 5 looks back at some things the authors 
learned from past experiences. It examines the power relations 
inherent in learning situations and considers the question of how one 
might increase one's impact on the processes of social change. 
Chapter 6 looks forward to challenges of the 1990s — economic, 
political, social, and cultural and ideological. A postscript 
contains a discussion of the authors as they neared the end of the 
writing process and comments from colleagues who read the manuscript. 
The bibliography lists 45 publications. (YLB) 
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Why We Sing 



If each hour brings its death 
if time is a den of thieves 
the breezes carry a scent of evil 
and hie is Just a moving target 

you will ask why we sing 

if our finest people are shunned 
our homeland is dying of sorrow 
and the human heart is shattered 
even before shame explodes 

you will ask w^hy we sing 

if the treos and the sky remain 

as far off as the horizon 

some absence hovers over the evening 

and disappointment colours the morning 

you will ask why we sing 

we sing because the river is humming 

and when the river hums/ the river hums 

we sing because cruelty has no name 

'^ut we can name its destiny 

we sing because the child because everything 

because in the future because the people 

we sing because the survivors 

and our dead want us to sing 
t 

we sing because shouting is not enough 
nor is sorrow o^ anger 
we sing because we believe in people 
and we shall overcome tliese defeats 

we singbt'^ause the sun recognizes us 
and the fields smell of spring 
and because in this stem and that fruit 
every question has its answer 

we sing because it is raining on the furrow 
and we are tlie militants of life 
and because we cannot and will not 
allow our song to become ashes. 

Mario Benedetti 
'Tor Que Cantamos, " Uruguay, 1 979 
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IntroductiOQ 



This is a book for all educators - and anyone else interested in how education 
works - who agree that the time for fuzzy platitudes and top-down practices is 
over. 

How often in the past fewyears have we heard educational "commandments" 
like "Respect the people you teach" or "Empower people through lecirning"? On 
the surface there's nothing w: ong with these statements - they may seem every- 
thing we should strive for - except for one very important fact: in the hands of 
many educational practitioners such concepts work only to fudge the key matter 
of power. 

When you stop to think about it, why should teachers have to be reminded 
"to respect" their students? Shouldn't this be a given? Why would learners have 
to be "empowered through learning"? Don't they have power already? These may 
appear to be elementary questions, but in much education today it seems that 
taking a position on power Js avoided. 

hi Educatlngjor a Change the issue of power is central. Running through the 
book are two important threads. The first is that education must empower all 
people to act for change. The second is that this education must be based on a 
democratic practice: by which we mean creating the conditions for full and equal 
participation in discussion, debate, and decision-making. 

hi the following pages we explore the political dimension of learning, and the 
learning dimension of politics. We hope that this book will help unmask - and 
not cover up - the power relations in our society. 

hi taking this stance we assume some shared social and political values with 
those of you who are reading from the ^ antage point of educators/activists chal- 
lenging the status quo. As authors we are writing in Southern Ontario at the 
start of the 1990s, having like most people suffered through a lean and mean 
decade under the spell of Reaganonilcs and Thatcherlsm. These politicians may 
be gone but they've left their heavy mark on countries such as Canada, where 
business and political leaders continue to push a similar line while claiming 
things are now kinder and gentler. 

The book emerges from a process, a set of requests, and a political responsi- 
bility. The process Is the many meetings and worKshops we have conducted over 
the years, each time promising ourselves and one another that one day our 
sketchy notes from the event would be drawn together in book form. The 
requests have been largely from participants in our workshops, who wanted us 
to demystify the steps in our own work. The political responsib ility Is to those col- 
leagues and mentors who have helped us along the road, and who now can take 
back in organized form some of what they have given. 

This book aims to build skills and confidence. It is our way of surviving and 
growing in influence against the grain of individualistic and conservative prac- 
tices In education and politics. We offer it as a tool in the hands of those with 
whom we share a vision of transformed power relations - in our own lives and in 
the outside world. 
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> Chapter one Is about strategy: factors to consider before getting involved In an 
educational program. We discuss the Importance of putting ourselves as educa- 
tors Into the picture -and the Importance of analysing the broader social context 
In which our work takes place. 

4 Chapter two draws from our experience In designing educational events so 
they meet the objectives people bring to them. 

> Chapter three focuses on educational activities with examples of some we 
have found useful In the past. 

4 Chapter four Is about facing the challenges of facilitating a group, making the 
most of who we are and working through conflicting agendas. 

4 Chapter five looks back at some of the things we have learned from our past 
experiences. 

> Chapter six looks forward to some of the challenges that we believe await us in 
the 1990s. 

> The Postscript Includes two conversations that would be quite out of place in 
a more formal, technical manual. The first Is from a discussion that the five of us 
had as we neared the end of the writing process. The second Is made up of com- 
ments from colleagues who read the manuscript along the way. 

In doing the writing we've been constantly reminded of the clutch In the stom- 
ach: that moment when we first face a group of participants. In a workshop or a 
meeting, and wonder how we got Into this and how we can possibly get through 
It. Moments of panic, of doubt and self-doubt, are a recurring nightmare for com- 
mitted educators. But It Is our belief that when we are properly prepared, and 
clear in our goals, those moments have the potential to generate our richest 
learning. 

We hope that our experience, with its limits and particularities, will 
strengthen a netv/ork of educators engaged in social movements, in Canada and 
Internationally, both inside and outside the formal education structures, in 
classrooms and in workshops. 

We hope that this book, though firmly rooted in a Canadian context, will also 
be of value to a growing international network of people seeking social Justice. 
Our experience has shown that the methodologies and practices we outline here 
have wide applicability. For Instance , in an African National Congress workshop 
some of ur. did in Zambia, many of the participants took the work we did on how 
to design a workshop and applied it to meetings they were preparing on a varlc 
of policy isr In fact, we've found that social activists can use the educational 
approaches ir. this book for many different collective activities -research, evalu- 
ation, policy formulation - as well as for workshops and courses. 

We know that learning is often worthwhile Just for its own sake. To satisfy 
Individual curiosity, to develop personal capacities, to explore varied and 
surprising experience: these are expressions of our freedom, our full humanity. 
In these learnings, comprehensive social strategy is not a central concern. 
2 
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But t lucation for social change is engaged politically. This is praxis, or the- 
ory in action. Those of us engaged in this praxis, whether In community groups, 
educational institutions, or broad-based social movements, must reflect dally 
on strategy. Our educational work must be located not so we can shape the 
grand sweep of history, but so we can exercise our right and obligation to an edu- 
cated guess about the social impact of the learning we promote. 



THE WRITERS This book is an inside Job. The five of us have worked, separately and together, in 

critical education for social change throughout the 1980s. So writing this book 
^ has provided an opportunity to look back on what we have learned and to com- 

pare notes on what lies ahead for the 1990s, 

The text is written in the first-person plural. All live of us have written other 
publications, we all have one or more postgraduate academic degrees, and we all 
are now based in southern Ontario. Yet each of us has brought diverse social 
identities, views, and habits into our work together. 

> Bev Burke, who co-ordinated the writing of this book, was born in Ontario 
and taught secondary school in Canada and Tanzania. She worked in develop- 
ment education at the Cross-Cultural Learner Centre in London, Ontario, with 
CUSO, and with the Canadian Council for International Co-operation (CCIC). 
After working for three years in Central America, she has remained engaged in 
solidarity work through the Latin American Working Group. 

■f Rick Arnold was born in Caracas and educated formally in Venezuela, Can- 
ada, and the United States. He was a founding member of the Cross Cultural 
Communication Centre in Toronto and was later on the staff of the Development 
Education Centre, also in Toronto. After working with Bev Burke in Central 
America he led several tours, particularly of Canadian trade unionists, to that 
region. He participates in the public education work of Tools for Peace and the 
Latin American Working Group. 

♦ Carl James was born in the Caribbean and did pc^t-secondary education in 
Toronto. Active in community work, he has a special interest in youth issues and 
anti-racist education. He has taught at a number of post-secondary institutions 
in Toronto, including York University and Ryerson Polytechnical Institute. He 
teaches at Sheridan College, where he also co-ordinates an international devel- 
opment project that takes him to Tanzania each year. 

4 D'Arcy Martin was born in Hamilton, Ontario, and studied at the University of 
Toronto, lie was a founding member of the Development Education Centre in 
Toronto and has participated in International work through the International 
Council for Adult Education, He has worked in trade union education for over a 
decade, first with theSteelworkersand then with the Communications and Elec- 
trical Workers. 
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4 Barb Thomas was born in England, grew up in Ottawa, and studied in Kings- 
ton and Toronto. She worked for a decade as program co-ordlnator of the Cross 
Cultural Communication Centre and was a founding member of the Centre for 
Caribbean Dialogue in Toronto. She has worked as an anti-racist educator, 
writer, and facilitator with boards of education, trade unions, and community 
organizations. Her primary work now is in educational leadership development. 

Because this book is a reflection of our experience, some of the patterns in that 
experience should be clear from these brief biographies. Broadly, Bevand Rick 
have worked mostly with international solidarity groups, Barb and Carl with 
anti-racist educators, and D'Arcy with the trade union movement. 

Since 1 986 we have all been engaged in the work of the Doris Marshall Insti- 
tute. Rick, Bcv, and Barb work as full-time staff with the DMI, while Carl and 
D'Arcy are employed elsewhere and volunteer as part of the core group. 

Each of us took primary responsibility for a section of the book , which means 
there is a variety of styles and perspectives in the writing. Yet the process weVe 
followed ~ collective suggestions, exchange, and feedback - means that each of 
us is present in all chapters. 

The DMI is named for Doris Marshall, a Canadian pioneer of adult education 
for justice who lives in Toronto. Her convictions about women's rights, interna- 
tional solidarity, and the creative strength of senior adults have influenced her 
family, her community, and the Institute team. We provide training and skill 
development in the following areas: 

O popular education theory and methodology 

O solidarity education 

O anti-racist education 

O facilitator training 

O participatory research and evaluation 

O materials production 

O media analysis and production 

O network and organization building 

O process consultation 

We try to select our projects based on their potential for building and supporting 
a broad-based popular mov(^rnent for social Justice in Canada. We have experi- 
ence in working with - and a strategic commitment to continuing working with - 
certain constituencies: 

O international development and solidarity organizations 
O trade iniions 

❖ grassioots organizations and community groups 
-0 social service workers 
O cross-sector coalitions 

Writing this book, though, highlighted the gaps in our experience. There is little 
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discussion here of work in the churclies or of the variety of rehgious social action 
organizations. We have only limited direct involvement with the environmental 
movement, our understanding of Canadian issues and experiences outside 
southern Ontario is uneven, and our age i m>ge from the mid- thirties to mid-for- 
ties implies some biases. 

We're working from what we know, trying to learn more about what we don't 
know, and using ' is book as a vehicle for dialogue with others whose experience 
and insights v/ill be different from our own. In particular, we have drawn on four 
workshops conducted in the late 1980s, after we began working together as a 
team. One workshop was with Educati n Wife Assault, the second with immi- 
grant community service organizations ihe third with anti-racist activists in the 
Ontario Public ."Oei vice Employe ' "^^ Union, and the fourth in Southern Africa with 
the African National Congress. 

In the end we have chosen not to "i.ron out" the different tones and voices of 
our writing into an authoritative, un'.orm style. And we haven't "filled in" the 
gaps - those places where the dynamics are better understood by others - with 
second-hand experience. We ho])e that the personal diversity of our writing, and 
its anchor in our practice, will encourage other educators for social change to 
reflect, personally and in print, on experiences difierent from our own. and to 
develop the appropriate tools and perspectives. 



A WORD ABOUT 
WORDS 



Words about 
education 



This is not a neutral review of meanings. .. . [It is! a vocabulary to use, to 
find ourown ways in. to change as we find it necessary to change it, as we 
go on making ourown language and history. 

-Raymond Williams, Keywords: A Vocabulary of Culture and Society 

For us. it's important how things gt-t named . So we're going to start by explaining 
why we've chosen to use certain wcrds and terms. This is not to say that ours are 
the "correct" delinitions - or the on y ones. Rather, this is how we've used certain 
words in this book. 

Education for social change is the term we use to describe our work in general. 
It signifies an approach to education that is in the interests of oppressed groups. 
We involve people in a process of critical analysis so they can. potentially, act col- 
lectively to change oppressive structures. The process is participatory, creative, 
and empowering. The term popular education, a translation of the Spanish edu- 
cacion popular, covers this same approach: those of us inlluenced by Latin Amer- 
ican educators use the terms interchangeably. 

Educational event is the term we use to desc ribe a structured time tor learning, 
and it includes what happens before, during, and after the event. The term cov- 
ers words used In both formal and informal settings to describe our work: 
courses, seminars, conferences, workshops, and met-'tings. At the Doris 
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Marshall Institute we als ^ use the word skillshop to describe a workshop where 
participants develop skills to do social change education. 

Educational leadership dfevelopment describes the structured opportunities 
in which educators develop the skills to do social change education. Although we 
like to avoid the word training because it suggests a mechanical, hierarchical 
transfer of knowledge, we still find it neces3ary to use the term in certain con- 
texts (in training for trainers, for example), 

Popular educator: some of us use this term to describe our role in linking educa- 
tion and organizing. Other words used in this respect are activist educator, com- 
munity educator/orgai.lzer, and social activist. 

Facilitation is the word we use to describe our roie. on cur feet, in an education 
session. But it's only one among many used for this purpose. Others are course 
leader co-ordinator, and animator. We tend to favour "facilitator" because it 
denotes more equal relations between educator and participants than some of 
the others. In choosing to use it we also recognize some potential problems. The 
word has been used to de-emphasize education as apolitical activity. For us, the 
facilitator is never "neutral". 

Planning, for us. means the first steps in shaping an education event (who will 
come, where the session will take place, the resources needed). Unlike planning 
in traditional education, our planning means with rather than for people. Plan- 
ning helps us think Pbout the larger picture before we start to work on the 
design. 

Designing best describes for us the decisions we make about the actual program 
for an event: its general framework, objectives, content, and process. 

The spiral design model is a framework for designing educational events. The 
model stresses: 

❖ starting with participant knowledge and experience 

❖ bringing that experience into a collective framework 

❖ adding new information and knowledge 

O practising skills and forming strategies for action. 

Practice is a word we use to describe our social, cultural, political, and educa- 
tional activity; how we integrate our thinking and values into everyday action . 

Democratic practice in our education work means maximizing the participa- 
tion of those who ai e to benefit from our programs in the planning and design of 
the event as well as during the event itself. It means that in all of our activities we 
try to act in a way that is inclusive and maximizes participation in defining goals 
and activities. 
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Words about people First Nations is what we understand to be the preferred term for referring to 

Canada's Native, aboriginal, or Indigenous peoples by First Nations pecple 
themselves, and so we have tried to use that term wherever possible. 

Minority refers to non-dominant racial or ethnic Identities In Canada. While 
people with non-dominant (that Is, non-European) ethnicities are numerically 
in the minority In Canada, they are not numerically In the minority in the world. 
(Globally, only 15 per cent of the world's population Is White, of European heri- 
tage).* 

Non-dominant or oppressed describes people or groups of people who have 
been denied power and legitimacy by virtue of their race, class, gender, age, sex- 
ual orientation, or ability. 

People of colour Is a term we use to apply to all people(s) who are not seen as 
White by the dominant culture. This Includes Black, Native, Chinese, South 
Asian, Southeast Asian, Filipino, and Latin American Canadians. The term orig- 
inates In the United States and Is the one attempt by Black and Brown people to 
name themselves, not as "non-Whites" but as people with a positive identity. 
However, not all "people of colour" like the term. As one of our readers said. "This 
term has gained credence and Is widely used. Personally, I think it's a way the 
dominant culture lumps the 'rest of them' together. For me it Is the acceptance of 
the dominant view (as espoused by the dominant culture - white) that everyone 
else Is 'people of colour'. I guess white Isn't a colour." 

Third World Is the United Nations term used to describe the majority of the 
world's people In Africa, Asia, the Caribbean, and Latin America who have been 
exploited for centuries by the wealthier nations. The dislike that many so-called 
Third World people have for the "third class status" that the term denotes, as well 
as changes In the "second" (socialist) world, makes It a term very much in transi- 
tion. We have used It In preference over developing nations, which assumes that 
"they" will become like "us". One alternative that Is beginning to get wider use in 
the Third World Is the geographic description North and South, which we have 
tried to use wherever we can, although this term too Is not without Its problems. 

White: a social colour. We use the term, with an initial capital letter, to refer to 
people belonging to the dominant group In Canada. We recognize that there are 
many different people who are White but who face discrimination because of 
their class, gender, ethnicity, religion, age, language, physical abilities, or geo- 
graphic origin. Grouping all these people as "White" not to deny the very real 
forms of discrimination that people face because of :e above factors. Neverthe- 
less, In terms nf physical appearance they may appear White in this society 
where this; Is the dominant social colour. * 

♦ Barb Thomas, MulUcuUurallsm at Work: A Oulde to Organizational Chanj^ 

* Alok Mukherjee and Barb Thomas. "Bibliography on Racism. Antl-Racism and Educational 
7 Practice." mimeo, Toronto, 1990. 
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THIS IS OUR CHANCE 

Educating Strategically 



This book Is about the practice of education, and that practice Includes, first of 
all. strategic preparation. 

Whatever the context or the occasion, we want our work to make a difference. 
Wliether we're chalrlnga meeting, plannlngorganlzatlonal change, faoUltatlnga 
workshop, creating a cultural production, or leading a ma; rally, we aim to 
change power relations In the society. In however small a way. 

That's because, for us, the status quo Isn't neutral. Under the skin of our 
society there Is pain. Increasingly, groups of Canadians are organizing around 
Issues, both local (like the location of waste dumps) and international (like the 
negotiations for a free trade agreement among Canada, the United States, and 
Mexico). In these and other efforts to organize we are all nurturing a vision of a 
more Just, humane society. In which creativity Is encouraged and differences are 
respected. 

At Its best, education for social change gives us a taste today of what we seek 
in the future. The sessions can be varied and focused, humorous and serious. 
Our recipe for learning Is e ^ua) portions of compassion, backbone, and curios- 
ity. This heady mix sustains us through times of discouragement and draws us 
back to this work even when its effects seem diffused and slow. 

Our commitment to education for social change, then, grows from a convic- 
tion that things should be different, a commitment to make them different, and a 
series of experiences tliat assure us that they can be different. 

We have limited energies and skills p^id choosing the time and place to apply 
them Is a matter of strategy. This chapter focuses on how to choose. 

One possible choice is that education Isn't what is needed. Let's face it, not all 
social Ills can be remedied by workshops. As activist educators, we may con- 
clude that organizing for direct action, or pausing for in-depth research, would 
be more appropriate than educational initiative. We must be prepared to prob- 
lematlze our own role, to consider the possibility of our own Irrelevance at partic- 
ular moments. If we are to make the most of the opportunities that really do 
present themselves. 

For us, strategies for social change education rely on two Initial steps. First 
we need to locate ourselves, and those with whom we work. Second we need to 
assess the situation around us. Only then can we start to push the limits of our 
social environment, to sharpen our tactical skills. 

Many social activists prefer to skip the stage of locating themselves, so they 
can more quickly focus attention exclusively on the needs of a specific struggle. 
We believe that the needs of a struggle ca*i only be met by people who are self- 
aware, sensitive to power dynamics, and engaged consciously with people differ- 
ent from themselves. In this spirit we direct our attention to social identity, orga- 
nizational Identity, and educational Identity. We ''all this process "building criti- 
cal self-knowledge". 

The second step, assessing the situation, means considering how our Identi- 
ties have been moulded historically, rather than treating those identities as 
static and ^'personal". By analysing the context of our work, weighing up the bal- 
ance offerees and the historical timing, our actions can have maximum effect. 
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Part of this, as weUl see, involves using the methodology of "Naming the 
Moment". 

While researchers, organizers, and other allies can enrich our tliinking. as 
educators we shouldn t absolve ourselves of social analysis. Strategic thought Is 
too central to our work to be "contracted out". We have to do it for ourselves. 



PAINTING 
OURSELVES 
INTO THE 
PICTURE 



We also need to start with ourselves. By this we mean that educators lacking crit- 
ical self-knowledge can inadvertently erase themselves from the picture, by not 
working through basic questions about who they are and why they do what they 
do. 

Usually it's dur*ng a break, when we are chairing a meeting or facilitating a 
course, that a participant poses the question directly. "Wlio are you, anyway?" 
The seriousness and honesty of our response depend on whether we've done our 
homework, whether we have reflected critically on our personal limits and 
potentials and on our social role. 

Without critical self-knowledge, educators/activists can't face the challenge 
of social justice work effectively* If they don't clarify the different identities of 
educators, participants, and others, they will find that tensions arise unexpect- 
edly and create problems rather than serve as a source of richness and creative 
energi^ 
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If we caii't put ourselves Into the picture, we can't help others do the same. 
Wlien the edur-^tor's personal identity and stake are made invisible, a learner 
can't quite pii, jwn who is talking and what the person's connection is to the 
Issue being discussed. 

Most establishment education attempts to erase the educator - there is no 
subject to the verb. That's fine for the traditional power relations, where teachers 
dominate learners. As social change educators, refusing to erase ourselves isn't 
a matter of self-publicizing. It equips us to answer the legitimate questions from 
learners about who we are in relation to them and their issues. 

Then the power dynamics in the group can be linked more consciously to the 
wider power relations in which our work is situated. We can make transparent 
the process of empowerment so that the learners can have informed and collec- 
tive control over it. 

The tool we use for locating the educator is an "identity triai gle". made up of 
social identity, organizational identity, and political identity. Let's consider each 
dimension in turn. 

The Identity Triangle 



<P Social 
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Social identity In our work we often use a graphic called tlie "power flower". It's a tool we use for 
looking at who we are in relation to those who wield power in society. We use the 
outer circle of petals (which a group usually fills in together) to describe the dom- 
inant social identity. The inner petals (which workshop participants fill by them- 
selves or in pairs) describe the social identity of the individual. 

The power flower is a versatile tool, and we will return to it again in other 
chapters of this book. For the moment, however, we want to use it to link the 
social identity of the educator and the people he or she works with.* 




Each "petal" of the flower represents - or names - an aspect of social identity. The 
blank petal is there to encourage people to add an aspect we may have omitted 
because of limits in our perception. Each petal can be used to situate the educa- 
tor with regard to colleagues and participants, in a way that helps to predict 
where differences and tensions may emerge. 

Two gay organizers conduct a workshop with parents in a neighbourhood 
school; members of a Vietnamese community organization invite an English- 
speaking theatre director to address their monthly meeting; a retired miner 
speaP f> with a group of working-class high-school students . . . the variations are 
almost endless. Our effort here is to develop self-awareness for strategic edu- 
cation. 

* See chapter three, "drawing out knowledge and experience and looking for 
PATTERNS. The power flower; reflection on our social identities," for a detailed account of Its use as 
a workshop activity. For a more comprehensive tool to analyse cultural Influences on Individuals, 
see Carl E. James. Seeing Ourselves: Exploring Race, Ethnicity and Culture* chapter I. particularly 
the diagram of concentric circles on p. 16. 
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The politics of the gender petal 

Let's take the gender petal, for Instance. The gender makeup of a teaching team 
will influence, for better or worse, the kind of dynamics that are created In an 
educational activity, Just because of the ways we have been socialized around 
leadership and gender. 

A teaching team made up of a man and a woman will most likely find quite 
different dynamics than a team of two men or one with two women, particularly 
because of the power inequality between men and women In our society. But 
once the educators have acknowledged this inequality they can take steps In 
their program design to ensure that the woman's voice Is built In equally from the 
start, and that bad habits of gender domination don't get reproduced through- 
out the process. 

Once Jucators deal with this Issue, they have to consider their gender 
relations .1 the participants. Two women working together. If most of the 
group pai iiclpants are male, have one challenge. Two men working together in a 
mixed-gender group have a dlflerent set of dynamics to consider. And so on. 

Without making mechanical assumptions about behaviour based on 
gender. If we know the gender composition of the teaching team and the partici- 
pant group we can make educated guesses beforehand about tensions that can 
arise. If, when we are plar* Mng events and workshops, we work through the 
power flower to Identify differences and power inequalities that will affect the 
group dynamics, we enter the event equipped with that most valuable of assets: 
critical self-knowledge. 

For instance, a male member of our team was once asked to co- teach a 
course in public speaking with a group of trade union women. The other teacher 
was a woman. For three days, in terms of gender, he was a minority of one, even 
though other parts of his social identity (race, union Identification, language) 
formed bridges to the other participants. At a certain point in the discussion of 
gender politics it was clear that his gender had become an obstacle: it was pre- 
venting some of the less assertive women from voicing their feelings, partly 
because they didn't want him to be hurt by their anger. He had a choice to con- 
sider: to remain in the room and hence suppress the discussion, or to volunteer 
to leave for a couple of hours and return when his presence would no longer be a 
hindrance. 

His behaviour was not at issue . This choice had nothing to do with his skill or 
his sympathy with women's rights. It was strictly a matter of his social identity 
and the power dynamics around it. Because of the pervasive violence against 
women, because patriarchal structures have silenced women, because of male- 
oriented pornography - the list could go on and on - there were Intimate issues 
that union women simply couldn'i broach with a man in the room. By con- 
sciously and explicitly choosing to leave in good humour, he ensured that the 
group could move ahead, and that he would be genuinely welcome back later to 
contribute in other areas of the cou: ?. 

While it can be puzzling and anxiety-producing at times, this untangling of 
the personal from the structural can free educators as much as participants 
from dynamics that block learning. 
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The power of other petals 

For each category of the power flower (age, gender, language, etc.) there !ls a dom- 
inant Canadian social Identity. 

We maybe clear that In language the dominant Identity Is English and that In 
sexual orientation It Is heterosexuallty. But are we as clear about the Implica- 
tions of environmental thinking, the relations between humans and the natural 
environment? Are we In agreement .about the dynamics among age groups or 
geographic regions? Hov/ often have we participated In meetings where differ- 
ently abled people are fully Integrated? 

These Identities have usually been built so deeply into our minds from an 
early age that we now take them for granted. We need to stop and probe our 
?.ssumptlons about them. 

As educators we are continually surprised by the subtlety these processes. 
Assumptions built In early In our lives have to be peeled away, layer by layer. 
Those of us engaged In educational work for social change need to probe the Ine- 
quities that operate whenever a group of us gets together. We need to explore the 
diverse and pervasive ways In which Inequities are reproduced and commit our- 
selves to overcoming them. 

We must also be aware that this task Is not always so straightforward. While 
class, race, and gender differences constantly emerge as central power dynam- 
ics, other petals of the power flower - religion or sexual orientation, for Instance- 
are of decisive Importance only on certain occasions. Deepening our conscious- 
ness about social Identity requires taking time, probing our own discomfort, 
risking frank discussion. 

No one Is personally responsible for their social Identity, but we are responsi- 
ble for cur actions. It doesn't help anyone If one of us feels guilty for being a 
Toronto-based. English-speaking educator In a workshop with Innu people In 
Labrador. On the other hand, It Is crucial to be aware of the overriding privileges 
of central Canadian. English-speaking experience, and of how the group per- 
ceives such experience. 

A failure to have thi: awarf'iiess will ensure failure In the worksnop. An 
unwillingness to recognize - and learn about - the role of social Identity will 
ensure the perpetuation of power relations and will hold back rather than 
advance the work of education for social change. 
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Organizational The cultural approach 

identity As educators, when we get Involved with an organization. Ifs a package deal. 
With our affiliation comes entry Into a subculture. 

Think of how differently community service agencies, international solidar- 
ity committees, and trade unions operate day by day. Each of them has a code of 
how things are done, a collective memory with villains and heroes, a set of topics 
,-. -laKv^ different people uncomfortahle. an image of appropriate ways to cele- 

L- ..ue and lo mourn. 

Those of us interested in political and ideological issues often underestimate 
the pervasive power of these cultures. As educators, we need access to the nooks 
and crannies of the organizational culture to work effectively with the organi- 
zation. 

There's a simple exercise that helps tune us in to this dimension of "organiza- 
tional culture" In social action work. Look around the room at your meeting and 
ask yourself about each person you see who is attending on behalf of some orga- 
nization. Do people from a particular organization have any distinctive ways of 
dressingor talking? Do they seem relaxed or rushed? Secure or nervous? Super- 
critical or ultra-diplomatic? Or Is there anything else that sets them apart, or 
defines them? 

Just by asking these questions you will begin to see the range of dynamics 
and practices embodied in our organizational Identities. 

Insiders and outsiders 

In organizational cultures the most important dividing line is between insiders 
and outsiders. For instance, when we do education work within our own organi- 
zations we. tend to have a certain dynamic. When an outsider comes in, the 
dynamic changes. As educators, when we work as outsiders the matter of who 
invites us in and how they present us to other members becomes of paramount 
importance. 

Those of us who work as educational freelancers are constantly outsiders, a 
ro) " that brings strengths as well as weaknesses In mixing with organizational 
cultures. When we're offered a Job with an organization, we start by saying yes or 
no to the invitation. From the beginning, outsiders have to analyse organiza- 
tional cultures as part of sorting out the potential and limits of the work. 

For those of us who are insiders, employed within membership organiza- 
tions like churches or unions, the issue of organizational culture has different 
Implications. Often we have been members before moving into leadership roles 
and educational activity. Ours is the intimate knowledge of the "connected 
critic". Yet our insider status can make us unduly cautious. We might engage In 
a kind of self-censorship, toning down bold statements to the point where the 
organization might need to bring in an outsider for educational work. 

When insiders and outsiders co-operate, they arc crossing a line of organiza- 
tional culture, whatever they may have in common in social identity and political 
stance. Both must be willing to share Information and to continually negotiate 
the terms of alliance and the priorities. 
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Organizational cultures are refic ed In language. Let's consider the names 
applied to people who conduct education sessions, for example. In schools they 
are called teachers, In universities they are professors, and In training Institu- 
tions they are Instructors. In social service organizations they are facilitators 
and In trade unions they are discussion leaders. There are also consultants, ani- 
mators, chairs, and educators - the list goes on. 

Sensitivity to language Is essential for educators who ^vant to make common 
cause with learners. One slip In a session - applying a label alien to the culture of 
the group, for Instance ~ can take an educator from being part of a discussion to 
being perceived as "outside" or **other". It can happen In a moment, and the 
speaker may be blissfully unaware of what has taken place. 

The best Insurance against such slips, of course, is not a tense, self-con- 
scious choice ofwords but an effort to make sure that the lines of communication 
at an event are always open - and not just two ways but in all directions - and 
that the "speaker" does not control these lines to her or his own advantage. 
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Cultural mapping 

Through our work, one organizational culture we've started to map from within 
is the Canadian trade union movement.* Our portrayal of the "union culture" 
emphasizes certain unifying features: 

O It is essentially voluntary 

O it shares important Information verbally, not on paper 

it takes an adversarial position towards the corporate sector and government 

leadership 
■0 it is internally politicized 

V it maintains a tension between providing service and mobilizing members. 

These five features could be explored in great detail, and certainly we could add 
more to the list. But even this short list is enough to help us begin to identify 
points of difference between unions and. let us say. community colleges, 
churches, social movements, or political parties. 

In comparing "union culture" with "environmental group culture" we can 
consider how environmental groups function differently. For example, environ- 
mental groups tend to be: 

O less hierarchical in their decision-making 
O looser In their lines of internal accountability 

O more flexible in forming tactical alliances on an issue-by-lssue basis 
O more influenced by formal academic research 
■0 narrower in focu.'j when lobbying government. 

The comparison may be sketchy, but it's an example of a first stage in cultural 
mapping. When educators immersed in the processes of a women's collective 
enter a social service agency, or when someone experienced In policy work with 
senior adults enters an immigrant community organization, they must pay spe- 
cial attention to culture, to "how things are done around here". Certainly, we 
should not be surprised when tensions arise among organizations in a coalition, 
or when approaches and language that work in one location fail utterly in 
another. 

The organizations we work with graduany 'ufluence our ways of speaking 
and acting. In the words ofone seasoned trad': unionist. "If you fly with the ducks 
long enough, you'll start to quack." As each of us begins an educational project, 
then, we need to be sensitive to organizational identities, our own and others, if 
we hope to communicate clearly and effectively. 



• Sec D'Arcy Martin, "With A Little Help From Our Fnends," In Our Times. Vol.VI, No. 3 (April 1987): 
sec also the Our Times Issue on "Labour Education Today," Vol.V. No.l (February 1986). 
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Political identity Once we're clear on social identity and organizational identity, it s worth our 

while to talk about the political values in our educational work. 

There is an enormous literature on adult education, and it's easy to become 
lost in it all. So we have grouped educational research and practice into three 
general political approaches: conservative, liberal, and transformational. Edu- 
cation activists can learn something from all these currents.* 

Conservative approaches 

The hegemony of the conservative current is backed up with extensive budgets, 
publications, scientific research teams, and references that are articles of faith, 
like "freedom" and "progress". The content of conservative education is the 
worldvlew and experience of the elites, which all others are expected to appreci- 
ate, if not emulate; and the function is ultimately to maintain the legitimacy of 
the status quo. 

Within this current there is a certain continuum from traditional to techno- 
cratic thinking. At the traditional pole, conservative education is so nostalgic as 
to seem absurd, like the Afrikaner curriculum in Black South Africa's schools or 
the European and American "classics" that are studied to the exclusion of local 
literatures In colonies and neocolonies all over the world. 

The more dynamic, technocratic pole equips a leadership for its ruling role 
and assigns the majority to their slots, the narrow tasks needed to reproduce the 
system. Under the guise of "hard facts", technocratic educators convince adult 
learners that those in charge belong there by virtue of their expertise, and that 
learners' choices need to be "realistic" within the framework of the status quo. 

When modern productive systems began to polarize "good jobs" and "bad 
jobs", conservative educators responded with new content. They now speak of 
the need to overcome "critical skill shortages" as central to maintaining competi- 
tiveness, and they channel adult education resources to the "essential" workers 
in the top strata of the labour force. The priority for education is managing 
human resources to keep the economy ticking, and only when there is a surplus 
of educational resources will it be possible to educate ihe majority beyond a 
basic literacy level. In this approach the capitalist economy is a given, outside 
the realm of educators to question or challenge. 

For conservative educators the U.S. psychologist B.F, Skinner is one of the 
key writers. The approach guides much of the competency-based training work 
by which workers are taught in Western Europe and North America. Among its 
expressions are the behaviour-modification exercises done by medical and 
counselling practitioners and the use of neuro-linguistic programming for sales 
and administrative personnel. 



♦ For a balanced and comprehensive overview of the literature, see Stephen Brookiield. 

Undcrstc.ndlng and FacUitating Adult Learning. 

• See, for example, the highly successful training film, "Tlie Hidden Advantage: Neuro-Llngulsllc 
Sales Programming," distributed in Canada by International Telefilm, Toronto. 
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The method of technocratic education is to trivialize or dismiss outright the 
life experience of learners. This requires labelling certain uses of language as 
correct, certain kinds of knowledge as valuable WVien the social Identity of the 
learners is different from the dominant group in race, class, gender, religion, or 
culture, they must be made to feel that their ideas are primitive and their aspira- 
tions "unrealistic". Then they will be fully open to the imposition of conservative 
education. 

For all its negative impacts, one positive contribution of conservative educa- 
tion, largely at the technocratic pole, has been its insights into the non-verbal 
and un^.jnscious dimensions of learninr. This area has been exploited success- 
fully by corporate and political advertisers, in particular. So far it has been 
addressed gingerly, if at all, by educators engaged in socialjustice work, because 
of the manipulative way that this research has been applied. 

Liberal approaches 

The second current, the liberal, draws on classical humanism, and among its 
more recent exponents are Malcolm Knowles in the United States and the late 
Roby Kldd in Canada, Within liberalism there is a continuum from personal to 
corporate thinking and practice. At the personal pole, liberals emphasize indi- 
vidualism, the self-directed learning of autonomous adults, with a measure of 
social reform. At the corporate pole are sophisticated organizational develop- 
ment {"O.D.") consultants and trainers, who work with major corporations and 
governments. 
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In liberal approaches the focus is on attitudes rather than structures, on the 
Individual rather than the collectivity, on persor^al growth rather than political 
transformation. 

The content of liberal education aims at developing the skills, confidence, 
and knowledge of the self-directed Individual. With their great attention to atti- 
tudes, good liberal educators highly value the life experience of Individual 
learners. They bring individual biographies and personal values Into the core of 
the learning process. In this approach, education is neutral, stressing the need 
to look at both sides - and. less often, at all sides ~ of an issue. 

In its method, liberal education focuses most fruitfully on the processes of 
self-directed learning and small group dynamics. The approach does have oper- 
ational principles that can be useful to anyone in adult education, such as: 

0^ making sure that participants understand that learning Is valuable 

❖ seeing mistakes as Integral to learning 

❖ drawing on and valuing the experience of participants 

O connecting new farts or Insights with what people already know 
^ building In direct and frequent feedback to the educator 

❖ developing sensitivity to non-verbal forms of communication 

O encouraging partk^lpants to take responsibility for their own learning. 

Drawlngon the humanist tradltlonof the well-rounded individual, corporate 
liberalism especially alms to develop a credible and fluent team member, within 
the existing social ai ramgements. 

Liberal adult educators will undertake to Improve unjust situations but 
avoid tackling the root causes of injustice. They emphasize the Importance of 
"life skills'*, which oppressed people are expected to take up to change their self- 
defeating behaviours. 

With knowledge as an essentially individual possession, liberal educators 
assert that its use should be subject to the free choice of each learner. Thus they 
allocate educational resources according to talent rather than wealth, with 
remedial programs offered to those who would not otherwise qualify. Within the 
curriculum, differences of gender, race, and class are respected, but there Is no 
attempt to tackle the associated power inequities. Implicit here is a kind of pater- 
nalism, whereby education helps individuals to "rise above" their subordinate 
position. 

The strength of this approach Is its Insight into human potential and Individ- 
ual diversity, and Its resistance to manipulative teaching practices. The shift of 
emphasis In aduit education from "knowledge In search of students" to "adults 
in search of knowledge" has been accomp)lshed In many cases by dedicated and 
articulate liberal educators. As a result, liberals rarely assume that what is 
learned Is what has been taught, which is a pitfall that conservative educators 
frequently tumble into. 
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For social change activists, the limitation of liberal approaches Is their avoid- 
ance of power relations, The position that "education Is neutral" reflects a reso- 
lute naivety In facing the fact that Individuals are socially situated In an unequal 
world. As a result, many social activists are suspicious of the "touchy-feely" tone 
of liberal literature and dismissive of Its potential contribution to building 
healthy organizations that can change the system. 

While It Is valuable at certain times to "look at both sides" of an Issue or topic, 
this should be a step towards deepened commitment, not - as It often Is - an 
excuse for Inaction or a calculated blindness to oppressive and exclusive power 
structures. The tendency lo Ignore the broader power dynamics of learning situ- 
ations means that liberal education is conveniently open to manipulation by 
those in power. 

Transformational approaches 

Educators connected to moven ents for radical democratic transformation work 
to link the goals of revolutionary politics with democratic practice and to build a 
variety of approaches to learning. 

In the range of theory and practice there is a continuum from most participa- 
tory to most top-down or "vanguardlst". In this book you will find us leaning 
towards the participatory end of the continuum. 

In transformational approaches, education is part of a movement for individ- 
ual and collective liberation, which promotes learning for critical consciousness 
and collective action. Such education seeks to transform power relations in soci- 
ety, relations between teacher and learner, and relations among learners. In this 
sense it is radically democratic, 

The content of transformational approaches is the situation of oppression 
and the possible strategies for social change. The method begins with the lived 
experience of the learners , with validating it and exploring, through dialogue , its 
humanizing as well as oppressive dimensions. The method then moves to collec- 
tive discussion about action, to the possibilities of transforming the oppressive 
elements of experience. This dynamic of reflection/action, or "praxis", is central 
to transformational approaches. 

The Intellectual root of the approach we have adopted in our educational 
work is in socialist and Third World liberation struggles. The key theorists 
Include Paulo Frelre of Brazil, Antonio Gramscl of Italy, and Julius Nyerere of 
Tanzania. 

People Involved in transformational approaches to education around the 
world use a number of terms that intersect with the growing international usage 
of "popular education". In Latin America, educators frequently refer to "edu- 
caclon popular" and "consclentlza^ao", whereas in Southern and Eastern Africa 
the terms "people's education" or "education for self-reliance" are in common 
usage. In Asia, activists speak of "education for mass mobilization" and engage 
in "participatory research". In Europe we often hear of "cultural animation" 
work, while in Canada and the United States the Insights of transformational 
education have Influenced critical pedagogy, development education, feminist 
pedagogy, community-based adult literacy, as well as anti-racist and trade 
union education. 
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At the top-down pole are found some of our allies in specific struggles who 
draw on the brilliance of political economy writing by people such as Ernest 
Mandel and Louis Althusser and deduce their educational strategies from this 
starting point. These top-down transformational educators emphasize content 
over process and assert that correct theory in the heads of an enlightened few 
can translate into effective social Justice work. Their downfall has been Inatten- 
tion to hierarchies and Inequities in their own ranks, the sense of ignorance 
instilled in new recruits , and the sterility of debates among their leading intellec- 
tuals. 

When, in reaction to top-down practices, the participatory pole leans too far 
in the opposite direction, it can merge into liberalism. But even at their clearest, 
participatory approaches have mostly been applied in small-scale initiatives. It's 
becoming clear, though, that we now need a new wave of thought to extend 
transformational education to challenges on a broader scale and to the educa- 
tional opportunities that arise when oppositional movements actually win a 
measure of political power. 

Our goal here is not to assert the primacy of a particular political "line" within 
education. Rather, we are ^^roposingthat political identity is Integr to the criti- 
cal and self-critical reflection of activist educators. 

Once we have established this basic critical self-knowledge - locating our- 
selves in the triangle of social, organizational, and political identities - we are 
ready to assess the educational situations that all of us face. We have painted 
ourselves into the picture. 



Political Identity: a summary sketch 
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ASSESSING THE 
SITUATION 

The purposes 



Sometimes as educators we seem to be just plain wasting our time. Despite our 
deepest self-knowledge and our most skilful facilitation, we end up being in the 
wrong place at the wrong time - and it's usually because we didn't stop to con- 
sider the broader social context in the work. 

If we aim to change power relations, we need to analyse those relations, to 
situate our work historically. That means careful social analysis. 

Since our work aims at challenging existing power relations, our survival, 
not merely success, requires accurate and continual assessment of the social 
surroundings. At different times we may be building popular organizations, 
strengthening democratic lirpulses in liberal organisations, or stretching the 
margins of tolerance in conservative organizations. Each of these situations has 
different tactical imperatives. And, depending on the broader political and his- 
torical context, making choices and setting priorities will have a different 
flavour. 

The key is power: we need to assess whose power moves things around us, 
and whose power we want to put our energy behind. At times, because we resist 
its current uses, we have to question our own ambivalence about power. In addi- 
tion to ensuring the material basis for our own survival, vve need to review what 
work and which participants will help produce the changes that we are commit- 
ted to. 

In these very practical, day-to-day ways, we need our own brand of social 
analysis. We know that this analysis doesn*t have to be solitary and competitive, 
as it Is so often in a career-oriented society. Nor does it have to be abstract and 
dry, like so much academic political economy. We can draw on the collective 
knowledge that groups have gained through struggles around a variety of issues. 
And we can share that knowledge, with less critique - in the sense that we want 
to move beyond critique to making proposals for alternatives - and more pro- 
posal, less overview and more strategy. 

Our purpose in social analysis is to assess the momentum of the forces 
around us and thereby formulate our own priorities. In the words of Sun Zi, writ- 
ten in 500 B.C.: 

The inherent speed of rushing water uproots boulders. This Is due to 
momentum. The unerring sweep of the diving falcon gets the prey. This Is 
due to Judgment Momentum Is like the pent-up force In the cra% vbou;, 
Judgment Is like the sudden release of the trigger. A sklllfulfighter is one 
whose momentum Is Invincible and whose Judgment. . ^ accurate.* 
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♦ Tang Zl-Chang. Principles oJConJlicL recompUatlon and new English translation with annotation 
on Sun Zi's art of war (San Rafael. Cal.: T.C. Press. 1969). pp.36-37. 
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We should expect opposition from those in power to the ideas we are promoting. 
Without adopting the militarism of Sun Zl, we should expect, In all serenity, to 
struggle. We cannot do that effectively without rigorous social anadysls. 

We also need to keep our purposes clear to sustain ourselves In educatlngfor 
social change. This work requires nourishment, which social vision can help to 
provide. Part of social analysis, then. Is creative. It means constantly refining 
and updating the Ideas of economic Justice, poUtlcad democracy, or pro-femlnlst 
and anti-racist proce;ss, and extending these Ideas both In our lives and in the 
society around us. 

The content The content of socia) analysis is possibilities, their shape and extent. We can 
devdop technicfil skilk^ as educators. In planning, design, and facilitation of 
learning events. But uncovering the power relations that are part of and sur- 
round an event requires a gra^p of different content. In four main areas.* 

> The first area of content concerns the identities and interests of the people 
we are working with. This draws directly on the three dimensions of Identity: 
social, organizational, and political. 

Consider, for example, an invitation to do a weekend workshop on social 
action with a church congregation in Sydney, Nova Scotia. Naming the social 
identities involved, using all the petals of the power flower, is the starting point 
for placing this opportunity In context and assigning it some priority. 

For a start, we ask if the congregation includes working people and unem- 
ployed people, with a range of involvements in the social action traditions of Cape 
Breton. Secondly, we assess our own organizational Identity, In particular the 
nature and strength of our alliances in that region. Then we examine our politi- 
cal identity as well as the political Identity of the people issuing the invitation. 

This type of process happens continually. With each new social action, with 
each educational event, we are challenged in new ways to look at who we are and 
what our underlying interests are, as well as at the social identity of the other 
participants in the action or event. 

In deciding whether or not to accept such an invitation we i-.eed to recognize 
that, unless educators are to become a private club, we must reach out con- 
stantly to include people beyond our own social and organizational network. We 
need to broaden our sense of potential allies, groups, and people who share our 
Interests and can enrich our vision. 



• In this section, and indeed in the balance of this chapter, we owe much to the work of the 
"Naming the Moment" group In Toronto. Deborah Barndt. a founding member of the Doris 
Marshall Institute, has co-ordinated this group since Its beginning, and other members of the DMI 
team have worked In particular roles as the Moment process has unfolded. See In particular the 
manual for community groups, edited by Deborah Barndt, Naming the Moment: Political Analysis 
Jc Action. See also The Moment, published three times a year, each time highlighting a particular 
issue. The Summer 1990 Issue (Vol. IV. No. 1). for example, deals with the Canadian federal 
government's Goods and Services Tax. 
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Along the way we need to clarify who's with us both In the short term and the 
longer haul. In deciding who weVe going to work with, subjective factors also 
come Into play. Who do we enjoy? Who challenges us? We like to look for ele- 
ments of warmth, surprise, and fun In our working relationships. 

Most people we know do much the same. They attend events, accept Invita- 
tions, volunteer for assignments because they like the people they'll be working 
with. This personal, subjective side of judgement Is less systematic, somehow 
less "political" and hence less often discussed publicly. But all of us draw upon It 
as an element of common sense and nourishment In doing our work over the long 
term. 

> The second area of content, naming the issues, requires focusing on "what 
matters" In the welter of concert:: around us. Paulo Frelre calls this "Identifying 
the generative themes". 

These themes or Issues are the arenas of greatest struggle at a particular 
moment, the most critical social tensions. Not surprisingly, they offer the 
greatest potential Tor developing consciousness and build' .J, organization. 

Using the Sydney example, we'd have to search for a preliminary sense of the 
social concerns In the church congregation. Is regional unemployment on their 
agenda? Are the militant union traditions of the area a source of pride or shame? 
Discussion of these matters needn't be narrowly bound by political economy. 
What Is called for Is a capacity to Integrate emotional and IntuUlve knowledge 
Into our Inquiry. To use only the left side of the brain Is to use only half our Intelli- 
gence, Individually and collectively. 
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particularly as developed in Latin America. Over a period of years they have 
developed a flexible, participatory, imaginative process, suited particularly to 
the needs and cultures of popular organizations in Canada. The group already 
has connected with the struggles of First Nations, neighbourhood organizations, 
coalitions, refugees, and trade unionists. 

Within the Doris Marshall Institute (DMI) team we have identified four great 
strengths in the Moment method. P^rst, the approach is comprehensive. The 
approach helps us to see what makes a situation an opportunity, providing the 
elements of timing and readiness that are so often lost in more detached social 
analysis approaches. 

Second, the method is dynamic. It is nut locked into an economlsm, for 
example, which would suppress the cultural dynamics in situations, or into a 
static emphasis on structures that begs the question of how change can happen. 

Third, the method is inclusive. The experience and insight of those directly 
engaged in social action work carry the same weight as those who observe it. 
People of different social, organizational, and educational identities can all con- 
tribute to a total picture, which they then all "own". 
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Fourth, and last. It is fun. The process of Unking Insights, of sharing 
moments of "Ah-Hah!". generates energy rather than saps It. and It builds com- 
munity rather than withdraws from it.* This is partly because the Toronto 
Moment group has developed expressive exercises of all sorts to engage intuitive 
and holistic thinking. Group members don't limit themselves to conventional 
linear or even dialectical logic. 

While the Moment method is effective, it too is constantly evolving. Partici- 
pants challenge its cultural and class biases and creatively adapt it to use with 
new groups of activists. We encourage readers to consult the Moment publica- 
tions and to coiisider this discussion as a springboard for developing more rigor- 
ous and participatory social analysis in the course of educational work. 

In the end the method we choose for social analysis is linked to our educa- 
tional values. Similarly, we must align the objectives we set in education and the 
purposes of the social analysis we engage in as a part of the process. Plamning 
assumes that we are positioned to act. to do the possible - and then to push out 
the limits. 
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This, then. Is our agenda for the content of social analysis. It Is not a conven- 
tional set of research priorities. Nor do we consider that all four areas must be 
exhaustively covered before beginning educational work. But keeping these four 
sets of concerns In our minds as we work Is essential to using our scarce finan- 
cial and human resources for maximum social effect. 

The method All of us make time for solitary research, through reading for Instance, but that's 
only a part of social analysis. We have also tried to develop methods of analysis 
consistent with the ways we educate. This involves engaging with others, creat- 
ing analysis with others, celebrating discovery of Ideas, acknowledging that 
struggle Is a teacher. It's a lot more diverse and rich, we find, than your average 
reading list. 

In particular, we want to emphasize the lmport£ince of broadening the 
In-crowd of sources for social analysis. When dealing with organizations, this 
means listening to the people at the bottom of the heap. 

Try answering the phone in an office for a while. See how you feel when a 
caller asks "Is anyone there?" 

Sometimes It's a shock how little traditional hierarchies have really changed, 
even in groups that attempt to play a role 1 a radical social change. Clerical 
employees In unions, blue- collar workers In universities, food service employees 
at social change conferences: these people have a particular vantage point on the 
substance, and the hollowness, of social change practices. It's worth taking the 
time to listen to what they know, and not be limited to the Insights of the "movers 
and shakers" In social change work. 

Within organizations, the fact that one person's position Is higher than 
another's doesn't necessarily mean that the "superior" person has more knowl- 
edge. Indeed , both from visceral Identification with the underdog and from expe- 
rience of what knowledge Is needed to change things, we are probably safer to 
assume the opposite. 

Ours Is a politics of Inclusion. In broadening out we need to keep in mind the 
discussion of Identity. We seek to "keep dliflcult company", by which we mean 
Including those whose social , organizational, and educational Identities can be a 
persistent source of challenge. 

When we're organizing an event, we migh^ review the power flower petals 
with regard to our planning team and find out 11 there are social identities that 
we've excluded in the process. 

Similarly with organizational identities , we can seek to include both insiders 
and outsiders and to make sure that our event has representation from a full 
range of skills and levels in the hierarchy. 

As for political identities, the question here is to Judge when the basic goals of 
the event are clear enough and broadly enough supported that inclusion of other 
political perspectives won't sabotage the process. 

When we engage with people over a sustained period we need a more struc- 
tured method for continuing social analysis. In our view, the most consistent 
and highly developed tool for this purpose is the "Naming the Moment" 
approach. The Toronto-based group of social change educators and activists 
28 that has developed the tool began in the tradition of "conjurictural analysis". 
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^ The third area of content is assessing the forces. This requires a clear view of 
the dominant agendas, and an unsentimental sjmthesls of popular agendas. It Is 
essential that we know the strengths and weaknesses of both sides - Intel- 
lectually, organizationally, and politically - before we leap into discussion 
processes. 

The question to raise about the Sydney workshop would concern the Individ- 
ual and collective leverage of congregation members - or their willingness - to 
address the generative themes. Without this leverage a workshop could still 
result in some new ground being broken, but it would more likely raise the level 
of disappointment and frustration in people who are not able to act on the issues 
raised. 

This part of the analysis requires "street smarts", particularly in Identifying 
weaknesses in the dominant structures - what radical educator and artist dlan 
marine calls the "cracks in consent". It might be good, for Instance, to suggest 
that the workshop include joint participation with other social action groups in 
the community, rather than be limited to the congregation. 

^ The fourth content area in social analysis is planning for action. If we've 
taken care to follow the first three steps, this one will logically follow. And weigh- 
ing the possible courses of action will be the final test in deciding whether or not 
to accept an invitation for the workshop. 

This often means a ying the weapon of Imagination to the task, trying to 
turn "hindrances" into elps". What is the "free space" that this occasion offers, 
the opportunities for action created by the particular relationship of forces we 
can see in operation? 

In the hypothetical case of the Sydney church congregation, we know ~ or 
find out ~ that there is no place In Canada with a more fully documented history 
of popular struggle than Cape Breton Island. We'd need further research and 
discussion to locate the current possibilities for action in the flow of past action. 

Takln;g a broader perspective , we want to urge the integration of educational 
work within the context of social and political organizing. We see a link between 
the learning that can be harvested from organizing a rally and the research and 
organizing generated from an educational event. The connections between edu- 
cation and politics, then, are reciprocal, and they operate at both the conceptual 
and organizational levels. 

By introducing these four steps in the content of social analysis, as ? proposal for 
sorting out educational opportunities, we are, again, adapting material devel- 
oped by the "Naming the Moment" group. We are also anticipating a sequence 
that will be explored In more depth when it comes to actually designing the edu- 
cational event. 

This kind of continual social and political analysis helps us make planning 
decisions, but it also becomes inte^jral to educational design and facilitation. We 
can encourage the groups we work with to respond more strategically, in part by 
modelling such behaviour ourselves, not just by proposing it in workshops. 
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An educator from Ontario accepts an Invitation to lead a bilingual workshop In 
Quebec with participants from all over Canada representing a range of sectors 
and Issues, The workshop, within a larger conference, Is to move towards recom- 
mendatlonsjor future coalition work. 

As the educator begins to think about the session, her nightmare** takes 
shape. She arrives at the session and tries to Introduce the program and objectives 
In both languages. Irate, the Quebecols participants demand a new facilitator who 
speaks good French. Somehow she struggles on, but as they finish the morning's 
work, a prominent male trade union leader In the group confronts her: This Is a 
waste of time - all this ^popular education nonsense, Fve had (t/" He walks out, 
joined by most of the participants. 

It Isn't surprising that this work gives us nightmares. As social change educa- 
tors, we care passionately about what we do. But often we don't take ourselves 
seriously enough. We forget that our work is a craft, and that !1 is a risky one. 
with extremely high stakes. 

WeYe on the front line, dealing with people's dreams, fears, and sometimes 
their livelihoods. That makes it all the more important to tackle our "nightmares" 
in advance, through planning and design. 
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TAKING Planning and design can help our educator deal with the nightmare In Quebec 
OURSELVES before it has a chance to happen. She takes some French lessons to brush up her 
SERIOUSLY language sklUs. When they design the workshop, she and her co-facllitator build 
in time during the workshop agenda to share their expectations with the partlci- 
Thc politics and pants and to have ongoing critical reflection on the process. If they get critical 
economics of feedback during the sessions they can stop and redesign whafs happening to fit 
planning the need. 

Often, the organizations we work for don't place much Importance on this 
part of our craft, and advance planning is minimized by educators themselves. 
The same person who spends a good deal of time carefully planning a three-hour 
speech will walk into a discussion with little or no prior planning, to "sit and rap". 
There is a clear political position embedded in this behaviour. It suggests that 
the words of the person delivering the speech are more Important than the many 
voices In the discussion. 

A major problem with planning and design Is that It Is hidden work. This cre- 
ates an economic problem where educators within organizations are not given 
sufficient time to plan, and outsiders are almost never paid for all of the time they 
put liito the design of an event. The result tor the educators Is overload. With too 
many sessions and other competing Interests, planning becomes a luxury we 
aren't sure we can afford. 

It's also Important to spell out the workshop design on paper, and provide 
this as a handout to participants at the meeting, probably at or towards the e d. 
This technique, of making sure workshop participants see processes something 
constructed. Is another element that helps us take control of our own learning. 

Those of us committed to democratic education practice cannot afford not to 
spend the necessary time planning and designing our work. 

Why we spend time plcinnlng: 

❖ to show respect for people 

❖ to ensure better use of time and resources 
<► to avoid the temptation to talk at people 
<► to begin to deal with our nightmares 

to help ensure control of the process by participants 

❖ to ensure co-ordination with co-facUitators 

❖ to build participant Interests and concerns into the program 
<>■ to structure activities that maximize participation 

•0" to build in optional activities that can be used to redesign the program or 
agenda during the session itself. 

And here's why we provide a written description of the workshop design: 

❖ to make the process of the event visible to the participants 

❖ to share our ideas and experiences with other educators 
to help evaluate the plan afterwards 

0- to have material for use in future programs. 
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A note on planning, Let's look again at how our educator tried to deal with her nightmare. Among 
design, and other things, she took French lessons as part of the planning, before the work- 
facilitation shop. In designing the workshop, she Included time for the participants to stop 
and critically reflect on what was happening. (Later, when she did critical feed- 
back at the end of the first morning, she was able to take time during the lunch 
break to redesign the rest of the workshop to meet the needs of the participants.) 
All of this helped her to work on her feet during the actual facilitation of the 
session. 

After a course on democratic educational practice with the African National 
Congress (ANC) In Lusaka, Zambia, workshop participants helped tis come up 
with a graphic to Illustrate the different aspects of planning, design, and facili- 
tation: 

What do we mean by planning, design, and facilitation? 



PUMNINq 
(before/ -Ue/ evt^C) 

• mtarci^ or\ -the IVemc^ 



^(before aM arW "tUe tve^r) 

• Se^uertcc CLvidt timing ot* 
tasks 



FACIUTATIOM 

(dorin^ the eoe^t*) 

die Vigo 
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The planning phase 

You arrive at the room to be used for your workshop only to discover that the 
room Is locked. When you locate the Janitor with the key you discover that the 
room has only one outlet and you need an extension cord. The slide-tape pro- 
gram Is key to your design so you take the time to find the Janitor again - and 
begin late. Part of the way through the shoving, the projector bulb burns out. 
and you have no spare. 

Or: you get to a workshop and find out only too late that small Juice packs 
and styrofo?.m cups are the only containers available, which means trouble 
because these containers are not environmentally acceptable. 

Sound familiar? In these situations, the educators hadn't looked at the room 
In advance, checked the equipment, or considered how the refreshments would 
work. And It always seems that what we forget to do In the plannlngphase comes 
back to haunt us during the event Itself. Based on our own past nightmares, here 
are a few things we think about before the event. In the planning phase. 
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A planning checklist 

In the checklist weVe leaving a space under each item so you can add other 
points. 

Participants ■ participants selected 

■ advance information to participants on program/ 
logistics 

■ advance information from participants on e:qDectations 

■ information about participants aiid their expectations 



Context ■ sponsoring organization(s) identified 

■ advance information on sponsoring organlzation(s) 



Resources ■ funding secured 



Logistics ■ book place, equipment, audio-visuals 

■ organize meals, coffee /juice breaks (keeping the environ- 
mental factors in mind) 

■ purchase supplies such as flip-chart paper, non-toxic 
marker pens 

■ check room(s) in advance for: 

U outlets and curtains for A.V, equipment 

u space for large- and small-group work 

I, 'vall space for posting flip-chart paper, chairs, tables 

□ ways to adjust heat, light, ventilation 



Materials ■ photocopy handouts, tasksheets 
■ organize booktable/displays 



Documentation ■ decide how to document event 

■ get the equipment/supplies required for documentation 
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The design phase: What we undc /stand by •'education" is reflected In how we carry out our work. To 
the model matters illustrate this point, we re going to take a look at two models. 

One of us "researched" the first model while flying back to Canada from work 
In another country. He was amazed to find a proposed system for designing 
learning experiences amongst the glossy literature on the airplane . ♦ He found an 
ad for what's known as the "banking" model of education, apart of the conserva- 
tive-technocratic stream of education. The model looked like this. 



Afpucatiom; 

ho A|>^ tV>t 




R-E SEARCH; 
Success, 



Twt UEA^^IN^ SYSTEM: 
^Y\A^rts^faU yo^v lifestyle . 



This model suggests that: 

1 . learning begins with the experts, who are our role models; 

2. teachers have the information -onsamen need to succeed: 

3. success means conforming to the role model, which means becoming like the 
experts; in other words, supporting the status quo. 



• American Airlines. "Sybervlslon", ad on Inside cover, Winter 1990. For a model within the 
"llb( il" stream, see J. William PfelfTer. ed. . A Handbook of Structured Experiences for Human 
RiAatlons Training, Vol. IX (California: University Associates, 1983). especially the Intioduction. 
pp.1-3. 
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III planning for a workshop together, three of us pooled our own best 
attempts at design models. We came up with one we call "the spiral model", 
which we now use in our work. 

The spiral model 




add mft>rmi\tiorN ar>€i "tUeorij 



This model suggests that: 

1 . learning begins with the experience or knowledge of participants: 

2. after participants liave shared their experience, they look for patterns or 
analyse that experience (what are the commonalities and what are the differ- 
ences?): 

3. to avoid being limited by the knowledge and experience of people in the room, 
we also collectively add or create new Information or theory: 

4. participants need to try on what theyVe leai ned: to practise new skills, to 
make strategies and plan for action: 

5. afterwards, back in their organizations and daily work, participants apply in 
action what theyVe learned in the workshop. 
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An extension of this model is that later participants return to share the experi- 
ence for further assessment and critique, and perhaps work to revise the wStra- 
tegies - moving through the cycle again. 

What happens when we compare the assumptions in the spiral model with 
those in the e;-pert model? 

❖ The spiral model values not only the knowledge and experience of the outside 
expert, but also - and even more - the knowledge and experience of the partic- 
ipants. 

<> In the spiral model everyone teaches and everyone learns In a collective pro- 
cess of creatingnew knowledge, rather than only the teacher teachingand the 
students learning using the expert model. 
O In the spiral model, education leads to action for social change, rather than to 
the maintenance and reproduction of the status quo. 

> The spiral model helps us work with creative tensions. 

a) tension between practice and theory 

We began designing and facilitating education programs by the seat of our 
pants. It was only in reflecting on our own education practice that we realized we 
needed some theory. We learned from books and other experiences, including 
those in Central America. This learning led us to develop our own approach, the 
spiral model. 

This is not the usual approach to developing theory. In school we learned 
that theory is something developed by the experts, something that usually 
seemed quite unrelated to day-to-day living and working. In contrast, we are 
suggesting that theory Involves going down Into a deeper understanding of our 
own day-to-day existence, rather than up into the abstract. * 

So theory not only informs our practice but It also springs from it. In this way 
we are all theorists. 

b) tension between action and reflection 

Have you ever noticed how often social activists complain about having no time? 
In our result-oriented, "time poor" culture, time for reflection (or thinking) Is not 
only limited but also often seems a waste of time. The spiral model helps intro- 
duce a dynamic relationship, between action and reflection, into the design of an 
educational event. 

The starting point is experience (past actions). We reflect on and learn from 
this experience to develop new action plans for the future. 

c) a tension between participant knowledge and new input 
In our society, because we are taught to trust the experts, we don't usually learn 
to value lived experience as a source of knowledge. 

In one trade union workshop, for example, an organizer shut off the video 
camera during a session when workers were talking about their experiences 
with a health and safely problem; and turned it on again when the U.S. expert 
arrived to deliver her presentation. 

• Thanks to Oscar Jara of Alforja In Central America for the concept of "profundizacibn" 
(deepening). 
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In contrast, the spiral model places a great deal of value on participant 
kT owledge. Indeed, It links new input to the experience of participants. 



4 The spiral model takes into account how people leam. 



1H& U^R.MI^3C| HEAP^ 




retain ^./, Sot lo'L ?0 V. 

We use the learning heads in some of our workshops to demonstrate that people 
retain more of what they learn when they use more of their senses and can apply 
what they are learning. The work of some ncademlcs In the field of non-verbal 
learning - while we often have serious reservations about how this work has 
been applied - has helped us understand more about how people learn. The spi- 
ral model allows us to use this new information in the way we structure our edu- 
cation sessions. 

4^ The spiral model uses what we know about effective adult education. 



Principles of effective adult education practice 
or 

How we know effective adult education is happening*^ 

■ participants see what they are learning as valuable 

■ the goals are clear 

■ participants can make mistakes 

■ the experience of all participants is valued and drawn upon 

■ new facts and Insights are connected to what participants already know 

■ participants get direct and frequent feedback 

■ people share/debate/discuss what they are learning with others 

■ participants feel respected /listened to 

■ participants have input into how teaching and learning happens 

■ differences In identity and experience are acknowledged 



* Adcipted from the Canadian Labour Congress, Instructor Training Course Manual (Ottawa: 
Canadian Labour Congress, 1983). with the additional input of Anne Marie Stewart and Barb 
Thomas, 
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But this list Is not enough for social change educators. Although effective 
adult education has a lot to teach us aboi t how people learn and we use these 
principles In our work, they are Just the first step. 

4 The spiral model incorporates the principles of Education for Social 
Change* 

Deborah Barndt, an author and popular educator based In Toronto, talks about 
a friend v;lio once said: "I find It dangerous to know HOW to do something with- 
out knowing WHY and FOR WHOM." The experf learning model trains people to 
adapt - to fit better Into society as it is. Education for social change has a radi- 
cally different goal. 

As social change educators, we add to the principles of good adult 
education. 



Principles of education for social change 
or 

How we know education for social change is happening 
Social change education: 

■ critically examines unequal power relations, not Just differences (race, class, 
gender, disability, heterosexism, ageism) 

■ names and challenges ideas and practices that support inequality 

■ anticipates and addresses conflict 

■ encourages creative expression 

■ uses the mind, hands, and emotions 

■ Is a continuing process, not a single event 

■ strengthens organization 

■ encourages collective action for change 

■ models democratic relations between karner and leader 

■ Includes both reflection and action 

■ puts local issues Into national and global contexts 

Education for social change is NOT neutral. 
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THE BUILDING 
BLOCKS 



In putting together a program design, we ask ourselves a number of questions 
about the educational session: these questions and answers become our build- 
ing blocks. 

In our workshops with other educators, we often have participants talk 
about and then dramatize their nightmares about doing community education 
work. Here is one example: 

A community centre servicing a largely immigrant community asks two 
immigrant women to facilitate a workshop on the issue of violence against 
women. The two women arrive early, set the chairs in a circle , and put their notes 
up on a flip-chart. When the participants - both men and women - arrive, they 
hesitate to sit in the circle but finally agree to do so. 

As the facilitators begin it soon becomes evident that some participants 
speak no English and will need translation. When they've completed their Intro- 
duction to the agenda, one of the men raises a hand to say that there Is no vio- 
lence against women In his community and he is opposed to this meeting. When 
the facilitators ask if anyone disagrees, there is silence. 



Steering around our What prior information could have helped these educators manoeuvre around 



nightmares: who's 
coming and why 



this situation? 

In our experience, there are four important elements to think about before 
beginnhig to work on the design: the participants, things to guard against, the 
desired outcomes, and the resour^ec and skills we have or need to get. A 
worksheet that we use in our skillshops for educators summarizes these ques- 
tions. 



^ the participants 

Some of the information we try to have in advance includes: 

■ gender, race, ethnic background, class, age, sectors, or area.s of work 

■ first language /fluency In the language to be used in the session 

■ If/ how well they know each other 

■ what experience they have with the topic 

■I what attitudes, understandings, skills they are likely to bring 
I why they are coming 
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Worksheet: Thinking About Yotir Event 

As the first stage in our design we work through these questions. 

Total time available: 

Title of your event - - . 

Participants: What do you know (and not know) about participants attending your event? 
i.e. gender, race and ethnic background, first language, social class, age. sectors, areas of 
work: will they know each other s names; what is their experience with the topic; what atti- 
tudes, understandings, skills are they likely to bring to the workshop? Why are they com- 
ing-? 



Things to guard against or your worst scenario 



What resources / skills do ycu have which wUl help you do this? 
What do you have to get? 



Setting some objectives 

a) What specifically do you want participants to feel, know, understand, be able to do at the 
end of your event? 



b) Identify 3 specific objectives for your event. 
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•f things to guard against - your worst scenario 

This Is the moment to think about our nightmares. If we Identify them in advance 
we can take them Into account, possibly avoid them. In the example of the work- 
shop on violence against women, we could have foreseen the possibility of chal- 
lenge by a male participant and discussed and practised several responses. 

We do want to stress, though, that In the design we are trying to look for ways 
to explore tensions creatively, not to flatten or avoid them. 

4 resources and skills we bring/need to get 

In our design we identify ourselves In relation to the group and the Issue, using 
the Identity triangle Introduced in chapter one. 



Our two educators recognized that while they shared the same race and eth- 
nic background (social Identity) as most of the participants, their perspective on 
the Issue was radically different. As outsiders to the community organization 
(organizational identity), they began to think about how to involve some of the 
participants in the planning process so they could together explore appropriate 
ways of Introducing the issue of violence against women. 

4- desired outcomes: what we want people to feel, know, understand, be 
able to do at the end of the sesslo:i 

The educators needed more advance information about desired or anticipated 
outcomes. The community organization that Issued the invUation might have 
been asked to name a planning committee to meet with the educators. At the 
meeting, the planning group would have had a chance to clarify what they 
wanted from a session on violence. Why were they organizing .he event? 

Then, if anyone challenged the basic purpose of tht vent, members of the 
planning committee would have been in a position to help the facilitators deal 
with the situation. 
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An example 

After using the worksheet, one planning team volunteered their objectives for 
the full group to revise. 



4^ original objectives 

1. critically reflect on our own indi- 
vidual experiences of learning 

The changes included use of verbs 
that suggested activities; making the 
objective more specific, keeping in 
mind the time available. 

2. draw out and analyse principles of 
social change education. 

Here there was a problem with the 
flow from #1 to #2 - in that you could 
not analyse what had not yet been 
Introduced. 

3. identify the aims of union educa- 
tion. 



Uv^ing the flow of the spiral model as the planning guide, objective #3 needed to 
move towards some action or strategy, in this case policy guidelines for the 
union. 



4- revised objectives 

1. describe and discuss our own 
experience of learning in union educa- 
tional events 

2. draw out and introduce principles 
of social change education 

3. develop guidelines for the aims 
and organization of union educational 
events. 
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Getting the Having found out who's coming, formulating some desired outcomes, and dls- 
objectives straight cussing things to guard against and the resources we need to bring, we begin to 

set more specific objectives. 

In our workshops with educators there are always audible groans when we 
get to this part. Setting objectives is not easy for any of us. Yet we've found It to be 
the most Important part of the design process. Setting clear objectives really 
helps us all to be clearer about what we want to do. Once we have the objectives, 
it's easy to do the rest of the planning. 

So, once the groans have subsided, we do an exercise that first asks people to 
divide into planning teams and fill in the "Worksheet: thinking about your 
event". In setting objectives, the first question we ask the educators to think 
about is what they want participants to feel , knov/, understand, and be able to do 
at the end of the event - a stage that is a process tool for generating objectives. 

After this discussion the task becomes a matter of identifying three specific 
objectives for the event. Once this Is done we come back together and ask one 
group to volunteer their work. Using the following guidelines, we rework the 
objectives together. 

Guidelines for setting objectives 

O Are they realistic for the time you have? 

❖ Is there a clear verb that suggests an activity? 

O Is the objective measurable? I low would you know if you had done this? 

O Is it appropriate to the group? i.e., could you express this objective to the 
group and get support for it? 

O Is there a logical fiow from one objective to the other? (refer to stages of the spi- 
ral design model) 

O Do the objectives address what you want people to feel, know, and be able to 
do? 
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Imagine that we're taking the next step In designing an educational program - a 
workshop - together. We've broken the workshop up into its separate pieces: we 
know who's coming, and why. we've considered all the angles we could think of, 
and we've set our objectives. 

Now It's time to put the pieces back together, which for us is the most creative 
and fun part of advance planning. At this point, keeping in mind the stages of the 
spiral modelt we add a number of elements critical to any successful education 
event. 

4 getting started 

In considering the design of our workshop, we note the tasks we will need to take 
care of at the outset of the event, such as Introductions, finding out why people 
are there, discussing the agenda and objectives. 

4^ reflection 

We place "reflection" in the middle of the diagram to Indicate that we want to 
build reflection and evaluation into the design all the way through - not Just 
leave them until the end. 

Stages of a workshop 




Now let's move on to look at each stage of our design. We'll be talking about why 
we've found each stage Important and about some of the problems we've faced. 
We'll share some tips on how to deal with these problems. In the next chapter 
we'll outline some of the activities that can be used at each moment in the design. 
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Getting started One of the most frightening times in a workshop for the facihtator - and some- 
times for the participants as well - is the first few minutes. You face a group you 
don't know. The group always seems larger than it really Is. and the faces blur. If 
you're a participant you worry. "Oh no. this is going to be a waste of time." Or 
you're afraid you'll embarrass yourself somehow. So as educators, what we do in 
the first ten minutes is significant in setting the tone for the entire event. 

We also know that first impressions are powerful. If we wow them in the first 
ten minutes, we can always coast until at least the end of the first activ.Uy! Joking 
aside, the issue of credibility Is particularly vital for an outsider to the organiza- 
^ tion. It is a paradox in democratic education practice that before you can s-.c- 
1 cessfully give over control to the participants, you need to establish your creden- 
tials, to get their recpect. 

The mistake we most often make is not spending enough time in building 
relations among people in our events. Wlien we don't take this necessary time, 
we find that we pay for it part way through. As social change educators, we see 
our role as providing support for the building of a movement for social change. 
Building trust in and among organizations within the movement Is an important 
part of that role, To build trust takes time. 

We have also found that it is important, though, to balance this need with the 
needs of task-oriented participants who want to see some hard content early on. 
In a shop-stewards course on grievance procedures, for example, participants 
will be anxious to start getting into aspects of dealing with the grievances of 
co-workers. If you start with too many group-building activities the level of impa- 
tience and anxiety in the room is going to build up - and perhaps come crashing 
down. So decisions about how much of what kind of activity to introduce depend 
on the particular organizational culture of participants (a concept we talked 
about in chapter one). 
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What to do in the first hour 

The most basic task for beginning Is that of Introductions - people need to find 
out enough about each other and the workplan to feel comfortable. Also, to give 
people time to "get there" as part of our Introductions, we ask them to talk about 
what they had to do to get to the event. 

> Establish your credibility. For example, two of us who are not trade union- 
ists were asked by the education director of a major union to do a session on pop- 
ular education. We were not only outsiders to the union and the province;, but we 
would also be presenting what might be considered suspect subject matter. After 
talking to the union members who had Invited us. we decided to start by giving 
participants a sense of who we were. So we presented ourselves more formally 
than usual. We also got the union president to lend a little extra credlbUlty to the 
proceedings by Introducing the session and us to the members. In any session It 
Is critical to let people know who you are and how you connect with them. 

♦ rind out why people are there. Even when you've collected information in 
advance, all participants are n-irely Involved in the planning so there Is a need to 
check expectations to make sure that the plan Is going to meet their needs. This 
stage also lets people hear directly from each other and gives out the message 
that the Intent Is to make this workshop their program, not ours. We often put 
people's expectations down on paper, providing material that can later be used 
In the reflection at the end of the session. 

♦ Introduce the objectives and the agenda. We Introduce the objectives and 
plan for the event with reference to the expectations of participants and negoti- 
ate any changes. In this process we clearly name expectations that: 

"0 are already part of the agenda 

❖ cannot be met. which are outside the scope of the session 

❖ can be Included but would require some redesigning. At the subsequent ses- 
sion we can return with a concrete proposal for discussion about how these 
can be met. 

A well-thought-out introduction to the program is evidence of your prepara- 
tion and can be part of establishing your credibility. It is also a mark of respect for 
the participants. 

> Introduce the theme of the workshop. This step can be part of th*^ introduc- 
tory exercises or activities for getting started, which we outline in chapter three. 
We've also found It useful to Include an activity that helps the group situate Itself 
in relation to the theme or topic: to look at who we are and who we aren't and at 
how these factors condition our relationship to the topic. 
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> Negotiate the logistics. At any event there is always a nu.nbc. of k g stical 
problems to get out of the way before anything else can be done . f---- ; f ^ " 
L guidelines on smoking to negotiating times for beginning and ending sc.- 
slons Especially in residential situations - when people are meeting m p aces 
over ight and far from home - participants not used to the situation will be 
preoccupied with questions about meals, telephones, and sleeping arraaige- 
ments. Clarifying these logistics helps reduce anxiety - son.eihing we have 
underestimated in the past. 

In union courses, a Class Steward is elected with responsibility for all logis- 
tics and complaints. Reviewing and negotiating the workshop schedule also help 
clarify logistics. We particularly check wheu people need to leave at the end of the 
session because we prefer to finish early with most people there rather than 
having people drift out in ones and twos. A ••collective agreement might be devel- 
oped to cover ground rules about logistics. 

♦ set the atmosphere. One important message people should gel In the first 
hour is that we want them to participate in and take ownership of he event To 
help establish this atmosphere, we choose Introductory activities that give 
everyone a chance to participate. Within those activities there is olten an oppor- 
tunity to move the furniture around so that people will begin lo c laim the space 
as their own.(Seechapterfour. ••USING SPACE: the politics of furniture. ) 
We often establish a process for our work together by putting f"'"^^^'^^ 
assumptions about the process and negotiating those with participants. We post 
alist of these assumptions and use them as a reference throughout the session. 
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Our assumptions about a workshop: a sample lisf^ 

■ E^veryone will help contribute to a safe /non-Judgmental environment, 

■ Much of the content will be coming from the participants. 

■ Participants bring analysis/ experience to the program. 

■ F3veryone will have a shared intolerance for all forms of oppression. 

■ Participants will take responsibility for their own learning and interaction 
with other participants. 

■ Everyone will participate fully in all sessions. 

■ People will bring a sense of humour. 

■ Everyone will set objectives for a three-hour workshop and design one 
activity. 

■ There will be tolerance of differences in approaches and strategies. 



Chapter three outlines some of the activities we use for getting started. We also 
use a summary checklist - and when we forget three or four items on this list we 
know later on why things didn't go as well as they could have. 



A getting started checklist 

■ introductions to each other 

D set the atmosphere, build the group 

■ reflect on the social ideintity of the group in relation to the topic 

■ identify pcirticipant expectations 

M introduce the theme of the workshop 

■ introduce the objectives and the plan for the event, referring to the 
expectations of the participants 

■ get people "there" mentally as well as physically 

■ establish a process for the event with participants 

■ clear up any logistical details (washrooms, lunch) 

■ negotiate ground rules (smoking, meeting times) 

■ give participants a chance to claim the space in the room 



• Two of us prepared this list for a five-day workshop with t±ie African National Congress in Lusaka 
in January 1990. We also Included several assumptions about ourselves: 1) we know less than 
participants do about tills social context; 2) the fact that we arc White Canadian women has 
shaped our particular knowledge, experience, and perspectives; and 3) we bring a knowledge of the 
tlif^ory and practice of social change education and will contribute it as appropriate. 
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Getting out people*8 
experience or 
knowledge of a 
theme 



starting with what people know - with their experience - provides an Important 
statement to the participants. It says that we value what they know, that their 
experience Is Important. It also helps people recognize their own personal 
resources: how much they can learn from each other; how much they already 
know about a theme. 

Feedback from many participants tells us that this beginning Is also an 
Important moment for starting to build a different kind of relationship between 
student and teacher. There Is a sense of energy released In a session as we 
uncover the richness of experience and resources with a diverse group of people. 

For the educator/facilitator this beginning also provides invaluable knowl- 
edge. It's a way of determining what people already know, so that you won't bore 
them with old Information. 

Besides these practical considerations, there are clear political Implications 
In not putting people's knowledge and experience at the centre of the program 
and making them central to the opening session of any educational program. 
What messages do we convey through an education that feeds Information to 
people, assuming they know nothing? Such practices come down again to sup- 
porting the domlnan .;oclal belief In experts (usually those sanctioned by people 
In power). Instead of encouraging action, these practices encourage passivity. 
Both the content and the process of education are political. 

We must admit that several educators, reflecting on their own experience, 
have taken Issue with us on this point. They say, "But It Is often the participants 
themselves who want to hear from the expert. They want us to give the Input - 
and feel that talking about their experience Is a waste of time." This response 
really Isn't a surprise when you reflect on the two dominant educators In Can- 
ada: the schools and the mass media. In these two key outlets the knowledge 
that Is valued comes from experts and not from experience, feelings, and Ir .ul- 
tlon. An Important task we have as educators for social change Is to encourage 
people to value their own experience, to Increase our collective self-confidence to 
act for change. Including change In the process and/or content of the education 
program Itself. 

Most often, we find, participants embrace the chance to talk about their own 
experience. The resistance comes from educators: worried about what wiU hap- 
pen if they give up control: afraid of "not having aU the answers"; concerned 
about people coming to the "right" conclusions. As social change educators, if we 
only talk about people taking control and don't adapt truly democratic practices 
In our education programs, we are working against our own long-term goal of 
supporting people to empower themselves to transform society. 
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Tips on pulling out A reader of an early '.raft of this chapter made It to this point and said, 'That's all 
people^s experience very w ^11, but how qo we do this?" Chapter three provides part of the answer, with 
and knowledge its outline of the activities we've found useful at this stage of our workshops. 

Here also are some of the points our experience has taught us to consider In pul- 
ling out people's experience. 

4 what experience gets shared where and why. Since their own experience is 
something people know a lot about, you need to carefully draw out the Informa- 
tion from this experience that you want to work with later. For instance, If you 
generate more information than you will be able to process later on, people may 
feel frustrated or even negated because part of their material Isn't used. 

^ how much data you want to take up in the full group. We may have people 
discuss three questions in small groups but ask them to report back on only one. 
Participants should know in advance that only one question will be shared with 
other groups. 

4 the emotional impact of sharing experiences on the theme. In a work- 
shop with women educators working on the issue of woman abuse, we did not 
take sufficiently into account the fact that there would be abused women in the 
group who would need additional time and support to deal with their own pain. 
The emotional cost to a person will be directly related to his/her social identity 
and relationship tr the theme of the session. 

4 the social identities and mixture of the group. In a session on racism, for 
example. It Is crucial to consider the relationship of participant experience to the 
theme. If there is to be a mix of people of colour and White people, the dynamic 
this will produce must be taken into account in your design. For example, there 
is the threat to a person of colour of **voyeurism" by Wliite participants who don't 
need to deal with the day-to-day lived reality of racism. 

4 the ways in which participant experience relates to the topic. In a work- 
shop on the media, for example, the way in which participant experience relates 
to the theme will be very different for journalists or community people interested 
in media access. In a session that includes both groups, how can you create an 
opportunity for learning from each other? If only one group is present, how can 
your design include the other voices? 

4 the kinds of questions you will ask. We have found tha ' coming up with the 
right questions is the single most important decision we make. The questions 
need to be few, clear, simple, and considered from all angles. There are other con- 
siderations as well, such as whether to have open or closed questions or to iden- 
tify "generative'* questions on a theme. * 



• For more on questions, we suggest the article "How to use questions efTectlvdy.*' by Patrick 
Suessmuth In Ideas for Training Managers and Supervisors (La JoJla. California: University 
Associates, 1978). 
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Canadians do have the "freedom to choose" - from among, for Instance, some fif- 
teen different brands of washing detergent. The choice of course. Is often an Illu- 
sion, because a handful of companies put out the "different" brands and most If 
not all of the soap Is more or less the same. But this Illusion of a "freedom to 
choose" - with the focus on our Individual rights and freedoms - creates a special 
challenge for educators working to build collective action for social change. 

For us, the step of collectivizing experience , then. Is very Important. And for 
us one of the fundamentals of collectivizing experience In educational events Is 
(perhaps Ironically) to break down Into small groups so voices have a chance to 
be heard. Then those voices arc brought back in some form (through an 
appointed speaker or a dramatization, for instance) to the full group or plenary 
session, where we look for patterns In common. 

After people have had a^i opportunity to talk about their experience and iden- 
tify patterns, something we often hear is, "And I thought I was the only one." By 
finding patterns we recognize that many of our problems aren't ours alone and. 
Just as important, aren't our "fault". 

How can it be "Just my fault" when other people say they've had similar expe- 
riences? When we identify patterns we also try to keep in mind the diff"erence 
between what it means to have the same experience and what it means to have 
similarities in certain aspects of our experience because of different social identi- 
ties. 

In collectivizing knowledge or experience, we have the opportunity to learn 
from each other. Participants in a workshop or other event can also realize how 
much they know collectively, as a group. 

Take a quick look at the graphic below. How many squares are there?* 




Now ask some other people near you to look at the design . How many squares 
do they see? How many do you see when you work together? There are supposed 
to be thirty-one squares. Our group could only find thirty (1x16, 4x9, 9x4, 16x1) 
- If you find the other one, please let us know. 

You migh. want to use this exercise in your organization to make the point 
that collectivizing knowledge and experience is worthwhile. 

• University Associates, California. Used In adapted form In union education, Including 
Steelworker Training Manualjor Local OJficers, Toronto, 19B4. 
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Adding theory /new 
infonnation 



One of the misconceptions about popular education or social change education 
Is that all of the Information has to come from the participants themselves. On 
the contrary: we feel It Is Important not to limit people to the Information and 
experience they have In the room. Although we want to validate pfirtlclpant expe- 
rience and knowledge, we do not want to romanticize It. 

But it Is true that for social change educators whos .ask Is to empower 
people, how we add new information takes on political In ,^ jrtance. Our process 
must affirm what people already know while suggesting new questions and 
frameworks for deepening understanding. For example, In doing workshops 
with educators we encourage the participants to share from their own experi- 
ence what helps and hinders their learning. After collectivizing that material we 
briefly Introduce the principles of adult and social change education and provide 
theory on how people learn. (This Is where the "learning heads" Introduced ear- 
lier come In.) But we make a point of showing participants how they had Identi- 
fied most of those principles and theories In their own learning. Now, we hope, 
their own learning has been put for^\^ard In a framework to which future experi- 
ence and Information can be attached. 

Adding new material can also be an opportunity to connect to other, outside 
struggles and Issues. For example , In a workshop with food Industry workers In 
Canada we looked at building alliances with other sectors in their Industry. After 
we spent some time considering the successes and failures of the participants' 
past experience In alliance building In Canada, we introduced a case study of the 
Guatemalan Coca Cola workers. As we looked for similarities and dlfTerences 
between the two cases, some additional strategies suggested themselves for pos- 
sible use by their unions . The workshop also built solidarity - ending with a tele- 
gram of support from participants to those on strike In Guatemala City. 

Participants often have specialized knowledge that we can draw upon In the 
workshops; and /or we can bring In outside resource people and resources. In 
addition to deliberate presentations, we shape the Information that Is generated 
by how we structure the sharing of knowledge and experience among partici- 
pants, by the questions we pose, by the Issues we take up, by the anecdotes we 
add to participant comments, and by using case studies and other exercises. 

Nor does new Input have to be limited to the session Itself. Its always good to 
come up with a collective list of reading materials or human resources for future 
consultation; we often use a flip-chart for this purpose. 



The leai2jwii4c^ Ht^\>^ 
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Tips on 
collectivizing 
experience and 
knowledge 



4 Don*t suppress diflference. In focusing on the patterns In experience It Is 
Important to acknowledge and engage difference. One useful question Is: What 
are the similarities and the differences In your experiences? For example, men 
(non-harassers) and women see the prevalence of sexual harassment In the 
workplace In totally different ways. 

<f Arrange the process to ensure that everyone has a voice. When you have 
small groups reporting back to a large plenary, how often have you seen a first 
group using up all the time and covering all the points, so *-he others are left feel- 
ing frustrated and disappointed? To avoid this, we sometimes ask people to 
present one point only, so we can move along and make sure that the last person 
or group will not only have time but also still have something to add. 

4 Ensure that the plenary isn't a repeat. It's frustrating for participants If the 
plenary simply repeats what took place In the small groups. So we have to con- 
sider how the collectivizing of the experience will move the discussion forward 
(raise a new point, expand on an Important Issue). You might ask groups to Iden- 
tify points of energy or tension as the focus for deeper plenary discussion. (See 
chapter three, "steps OR MOMENTS IN AN activity,'* lor different ways of 
reporting back from small groups.) 

> Consider the range of organizational roles among participants^ The 

degree of variety among the people you're working w:'h will Influence how much 
time you need to take things up. For Instance. In a workiihop with a whole organi- 
zation where you have a mix of program staff, management, and board, you will 
need longer than If you were working with only one of these groups, 

> Don*t try to pursue everything in depths We always have to select - that's 
why establishing clear objectives Is so Important. Focus on one or two central 
Ideas and let the rest just flow on past or flag them for another time and place. 
One caution: It Is possible for a key point that wasn't considered In the objectives 
to emerge In the pi ocess. Check with the group to see If they want to refoms the 
session or pursue the original design. 

> Have participants look critically at their experience. There arc some 
questions that help to do this. Are there any surprises? Insights? Do you see any 
patterns? How do your (Individual) experiences compare with che general pat- 
terns we seem to be seeing? What are the similarities and differences In the pre- 
sentations? 
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Tips on adding > participant energy level and the time of day. As a rule of thumb, we try not 
theory/new to make presentations just after lunch. When we see from body language and 
infonnation drooping eyes that energy is sagging, we add energizers. A few of our favourites 
are included with the activities in chapter three. 

> how people learn. Keeping in mind our learning heads, in adding new infor- 
mation we try to use as many of the senses as possible for greatest retention. 

> organizational culture. We need to be sensitive to organizational culture as 
we introduce new content. How large trade unions make decisions or share 
information is very different from the way small community resource centres do. 
So when we add new information we consider what will be most effective in tlie 
particular organizational context. Print? Film? An oral presentation? A play? 

> what resources are available. This comes back to advance planning: we 
need io do research before the event to see whether there are resource people, 
audio-visuals, or other resources we should consider using. 

literacy levels of participants. This consideration will help determine what 
if any of the resources on the topic are appropriate to your situation. 

> the question of voice. It is crucial to critically preview any audio-visual 
resource before we use it with special attention to the issue of voice: what is the 
racial, ethnic, and dass makeup of the resource and the perspective of its mes- 
sage? Our bibliography here lists several resources that help identify the ques- 
tions we should all be asking about the audio-visuals we use. But it's also pos- 
sible to use less-than-perfect materials critically and involve participants in 
raising questions of voice. 

^ how to relate new content to what participants already know about the 
topic. To aid understanding, we need to be clear about how the new information 
or theory relates to what we already know. One way to do this is to build in a con- 
tinual review of new input in light of experience. 
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Practising skills, 
forming strategies, 
and planning for 
action 



After sharing and analysing experiences and deepening understanding through 
the Input of new Information and theory, participants are usually ready to act on 
what theyVe learned. 

As we Ve seen with the learning heads, most learning occurs when people try 
on what theyVe learned - when they do something with It. So one thing we want 
to ensure Is that participants have a chance to practise their skills. Its like pub- 
lic-speaking courses that use video to give participants a chance to practise in 
front of a video camera, with co-partlclpants as their audience. 

We also want to make sure that there Is time to form strategies and plan for 
action. It Is In this commitment - to take action - that social change education 
radically departs from mainstream adult education. 

Our school system poses education as exposure to Ideas -learning '*all sides" 
of a question. Individual students, presumably, are left to make up their own 
minds about what to think. When teachers discuss action they tend to do so in 
the abstract and as a personal (or private) matter for their students. They limit 
action to activities that are not too "political". 

While our task as social change educators Is not to define for people how they 
should act. our programs assume that change comes about because people take 
action, collectively as well as Individually. One of our goals Is to strengthen 
organizations - and organizing skills. We are Involved in education for action. 



Tips on practising 
skills 



4^ Consider the risk involved in ''performing" before your peers. When, for 
Instance, participants In an event are video-taped In front of the others, most of 
them tend to get very anxious. They all want to do well but are sure they'll mess 
up. So we need to take steps to make sure everyone feels safe In this kind of situa- 
tion. Something that has worked well for us Is to have participants develop 
guidelines for giving feedback to each other. This process Is described in more 
detailinchapter four, "GIVING AND GETTING FEEDBACK." 

4 Give participants control over any product. For example, when we make 
videotapes In a workshop, we give the participants a copy of their presentations 
and feedback to keep. If we want to use any aspect of it In other contexts, we 
negotiate Its use with the person(s) Involved. 

4^ Build in adequate preparation time. The workshop design needs to allow 
people enough time to prepare to practise their new skills In front of their col- 
leagues. Without adequate preparation, the anxiety level Increases and people 
are more likely not to do well. 

4 Design time both to practise and to discuss the experience. Adequate dis- 
cussion time Is especially Important for participants who are not happy with 
their "performance". But for all participants there Is a great deal of learning In the 
reactions of their peers, as well as In the unravelling of their own experience dur- 
ing the practice exercise. If the practising of skills runs overtime, which It often 
does, be sure that everyone gets time to practise and that the last few people 
aren't rushed. This means that you need to consider beforehand what you are 
willing to drop from the program. 
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Tips on forming ^ Consider the organizational context. What are the possibilities for action 
strategies and and application within the organizatlon(s) represet^ted by the participants? If 
planning for action possible, clarify this information In advance with the planning committee. 

4 Find out where and with whom people will be exerting influence. In 

action planning, we often consider the use of caucuses: that Is, whether there Is 
merit In dividing participants according to u^elr location within the organization. 
For example , In a union session we might have the stewards In one group and the 
local union officers in another. 

4 Consider both collective and individual action. We strongly encourage 
collective action, allocating most of the discussion time to group strategies. It's 
also Important ^o give participants a chance to focus on their Individual roles and 
responsibilities In follow-up action. One tool weVe used Is the "letter to yourself' 
at the end of a session. Participants write a letter to themselves, outlining what 
they want to have accomplished by the time the letter Is mailed to them In the 
future (the date Is predetermined). The illtator collects the sealed letters and 
malls them as follow-up on the predetermined date. A collective letter, produced 
as a summary of proposed .actions and posted In the workplace, can also be a 
powerful reference. 

4 Leave time to identify the next steps for whatisver action is called for. 

Before people leave the session, we usually Identify some "next steps*' - who will 
do what and when. In some cases there is also a need to Identify a co-ordinating 
group or follow-up committee. 

4^ Identify how you will evaluate the proposed action. How will you know If 
you have been si?, ressful? Wlien and how will you critically review the action 
and see what new ^.trategles are called for? 
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Reflection and As social change educators, we also want to find ways to open up our work to 
evaluation constructive criticism. 

We used to only do evaluations at the end of the event, asking questions like: 
Did we accomplish what we set out to do? Did the people who came meet their 
objectives? One problem we've faced, though. Is that participants tend to be 
polite at the end of a session whereas in the middle they are more likely to be 
frank because their input could affect their own learning, 
f '}jL c . Increasingly we realized that to be effective we needed information from par- 

\ ^% tlclpants during an event about both the content and the process so that we 

' «»*^^ * ^ could make the necessary changes as we went along. We ask some of these ques- 

tlons: 

<► What are you learning? How are you feeling? 
^ How Is the content useful? What else do you need? 
❖ Who has parUcipated/who hasn't? Why? 
<► How is the pacing? Too fast or too slow? 

How is the balance between new and familiar content? 
<► How is the language level? What has been clear /unclear? 

So we began to build in evaluation as a reflection on the process, throughout 
the event. That's why we place "reflection" in the middle of the spiral. One activity 
we use - which we call "the Fly on the Ceiling" - involves participants stopping 
each day to reflect on what theyVe been through. This gives all of us an opportu- 
nity to look back and ask ourselves: What did we do? What did we learn or feel? 
What can we use or adapt for our own work? 

We also use "Process Observer Reports": each day two participants take 
responsibility for collecting information from the others and for delivering a ver- 
bal report on the process at the beginning of the next session. 

We describe these activities, along with others, in greater detail In the next 
chapter. We find that not only does ongoing reflection give us information we can 
use to modify the design as we go along, but it also helps participants take 
greater ownership of the process. Feedback indicates that when the facilitators 
are open to the frank, honest critique of participants, we help build nore equal 
relations among everyone. 

Some educators worry that this built-in repeated reflection takes up too 
much time. But, for our part, we made an extremely liberating discovery we'd like 
to share with you: you don't have to cover all of the items on your agenda. As 
social change educators we are trying to empower people for action, and some- 
times that means encountering resistance. If we cram the session so full that 
every participant voice that is raised seems to be a delay, what does that say 
about the importance we attach to the views of participants? 

We have found that the element of time can be used as a mask for underlying 
pohtical values or choices. Participants will most likely read "We don't have 
enough time for that" as "This doesn't matter" or "I don't want to do it". 

We think it's important to build in time for people to take control of the edu- 
cation process, to negotiate real changes in the agenda, and to resist overload. 
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Sometimes It Is necessary to have a formal evaluation at the end of the event, 
for political reasons (funders demand It) or maybe because It was a pilot program 
and you require the Information. End-of-sesslon evaluations can also become 
an integral and critical part of the learning process - building on ideas that came 
up earlier and are Just beginning to be digested. 

Even when there is no need for a final evaluation, there is a need for wrapping 
up. for closure. Some of this need has to do with human stuff, like goodbyes. 
Some of it has to do with follow-up. with being sure that everyone is clear on who 
should do what. The next chapter Includes some of the activities we've used for 
end-of-sesslon reflection. 
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Tips on building in 4- time for redesigning. Wlien they build In the space for participant critique 
reflection and suggestions, facilitators also require time to take that Information into 
account and redesign the agenda as they go along. They may have to miss lunch, 
stay up late. or. preferably, buUd meeting times Into the agenda during t-rlods 
when participants have free time. We also ask participants to put forth any major 
proposals for change as early as possible, or we can't be responsible for the fail- 
ure to address them. 

4- the length of the session. There Is both more need - and more time - for 
reflection during a long event than during a short one. But even In a shorter ses- 
sion, a one-day workshop for Instance, we build in a mld-polnt check on how 
things are going. 

4- where to cut your agenda. Most of us suffer from the tendency to overdeslgn 
- to pack too much Into an irresistible agenda. In our experience, cutting in the 
middle Is always best. Keep the opening and closing. You need to ensure that you 
don't cut out the time you need at the beginning to lay the group foundation for 
good working relations, or the time at the end for the action discussion. 

This Is not a call for activism over analysis. Rather, we recognize the impor- 
tance of moving through all of the moments on the spiral and of making sure we 
don't drop off planning action due to lack of time. 

4- what you want feedback on. The specific points for reflection change during 
an event. While the e£- Uer part tends to focus on more general questions (what 
was useful/not useful), later on the focus may Axon one specific problem. For 
example. In one workshop for community educators we had a day that was too 
full, so that participants were exhausted at the end. The reflection focused on 
this problem: what It felt like, how It happened, and how it could be avoided. 

■f time for discussion. In designing a program we try to Include time for people 
to think individually or in pairs about the questions posed, and for general dis- 
cussion. It's especially Important to arrange time for general discussion when 
there have been problems in the process of working together that the group 
needs to address, or when a group needs to develop a coUectlve commitment to a 
common action plan. 

4- making visible participant input. Using a flip-chart, we write up the objec- 
tives and agenda for each day and review the whole program during the first ses- 
sion. Based on continuing participant input, we revise the agenda and note any 
changes in a different colour with a marker pen. In longer courses we review the 
revised agenda for each day at the beginning of the morning, noting how we have 
taken participant suggestions into account. 
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A tMrlst in the spiral Now that you're ready to try out the spiral design model, we have one more twist 

for you. If we did a drawing of many of our events, this Is how they might end up 
looking: 




The sketch may look like a slinky toy, but its purpose Is to Illustrate that the 
model is not fixed or linear . In any one session you may travel through the ph»ises 
of the model several times: Another variation might look like this: 
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In this one the arrows move back and forth between the stages of sharing 
experience and of finding patterns. In this workshop people shared their experi- 
ence and explored patterns on two aspects of the theme before moving on to add 
new information and theory. 

For us the Importance of the spiral model is the way it helps us to think 
through the design - beginning with what people know, with their experience, 
before moving on to new information and theory and ending ^^1th action, where 
they use the new learning to help contribute in some way to the process of social 
change. 
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Documenting the "Our event was a great success!! Too bad no one thought of keeping notes or tak- 
process ing photos. I guess it will have to live on with the rest of our oral tradition." 

Documenting our work Is a political responsibility. We took the first step 
towards doing It when we began to record and keep our own design outlines on 
paper. The second step was raising the Issue of documentation of the event for 
participants In the planning process. 

Documenting the design 

In the past some of us have taken pride In our capacity to "wing It" and have been 
effective solo performers. But If our goal Is to build stronger collective organiza- 
tions, the "winging It" style has serious drawbacks. Documenting an event Is one 
way of Including, of making explicit and available, what may otherwise appear to 
be our Individual, personal talents. 

Before we began recording and keeping our designs we couldn't draw from 
our past work In a systematic way. We also had difficulty sharing that work, both 
with other educators and with the participants. So we began to write down our 
designs, and now we use a"deslgn sheet" as a way to record our Intended designs 
and leave room for revisions as we go along. 

We often hand these design sheets out to participants at the end of the event, 
especially to educators who may want to adapt a design for their own use . For us 
this work is all part of demystifying the process of educational leadership. This 
demystlficatlon Is In turn an Integral part of the democratic process. 

Documenting an event 

A video? A photostory? A written report? The nature of the documentation 
depends on the objectives of the event, on who will use the report and how. and 
on the equipment and resources available. 

Increasingly we find that participants want their work returned to them, pre- 
ferably during the event. So In longer sessions we put the material generated in 
each session onto a flip-chart and then Into the computer. If we have access tc 
duplicating facilities we can make copies a^^allable for participants the following 
day. 

Participants can also share In the process of documentation. In one work- 
shop a production subgroup produced a booklet of the event and had It photo- 
copied for all participants In time for the closing ceremony. 
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Design Sheet 



Name of Workshop 
Participants 



Objectives 

1. 

2. 

3. 

4, 



Time 



Activity/ Details of the process 



Materials 
needed 



Person 
Responsible 
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Tips on building in 
documentation 



> Assume your experience is valuable to someone else. 

^ Raise the issue of documentation in the planning process. 

> Decide in advance who will use the information, and how. 

> Name particular persons and groups who may be interested in the report. 
4 Take the resources available (flnancial, material, human) into account. 

4 Based on the above decisions decide on format (print, video, photos, manual, 
or descriptive), whcTi to produce the document (during or after the workshop), 
and what its basic i ucture or content will include. 

4 Decide who will be responsible for documentation during the session and for 
pulling the material together following the event. 

4 Make a realistic estimate of the time needed to turn the raw material into a 
usable document. 

> Identify resources needed (financial, material, human). 

Docu i 1 len tation is one of the ways we , as educators . can make sure we follow our 
own model and apply in action what we've learned in the workshop. 




A DESIGNING 
CHECKLIST 



In training workshops we've done, one exercise we've often used is to have people 
reflect on what helps them learn and what hinders them. After talking about 
these experiences, participants are asked to review the material generated and 
come up with a checklist of what makes for effective workshop planning and 
design. 

We drew on the work of those participants earlier In this chapter when we 
outlined a checklist for planning. Here we offer a summary checklist for effective 
design, which once again draws on the expertise of workshop participants. 

WeVe left room for you to add any points we've missed. 
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A checklist for effective design 

■ Have a planning committee of participants to help In the design 

■ Take Into account what you know about the participants 

■ Visit the site and take the physical space Into account In the design 

■ State your own assumptions In advance 

■ Take Into account the organizational and broader societal context for the 
event 

■ Be clear about what kinds of events /actions have come before and will follow 
this session 

■ Anticipate potential problems and how they might be handled 

■ Have clear, stated objectives that follow the spiral design circle 

■ Have a clear, written agenda, which fits the time available 

■ Have a mix of activities that encourage participation and take Into account the 
background of participants 

■ Build in ways for participants to graaually take more control of the process 

■ Know how people will be broken down Into groups and how ^he groups will 
report back 

■ Plan for breaks, energlzers. humour 

■ BuUd in evaluation during and after the event 

■ Identify clear responsibility for follow-up 

■ Have a clear plan for documenting the process for participants 

■ Review your plan and cut it down; you probably have too much 
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ACTIVITIES AND HOW TO CHOOSE 
THEM 71 

What is an activity? 

Steps or moments In an activity 

Deciding on an activity 

Reshaping an activity 

GETTING STARTED 81 
Buses or lifeboats: an introductory 

exercise 
Paired Interviews 
Starter puzzle 

Three paired skirmish and round robin 

DRAWING OUT KNOWLEDGE AND 
EXPERIENCE AND LOOKING FOR 
PATTERNS 85 

Helps /hinders 

Nightmares 

The power flower: reflection on our social 
Identities 

Drawing "When I see, hear, feel these 
things..." 

ADDING THEORY OR NEW 
INFORMATION 91 

Triangle tool 

Facilitator presentations 

Sculpturing an analysis 

PRACTISING SKILLS. FORMING 
STRATEGIES. AND PLANNING FOR 
ACTION 96 

Using video 

Case studies 

Stop drama, or "take two" 



REFLECTION AND EVALUATION 101 
Quick and dirty: reconstructing an 

activity 
Quick and dirty: line-up 
Fly on the ceiling 
Process observers 
Head, heart, feet 

ENERGIZING PARTICIPANTS AND 
FACILITATORS 109 

The people say 

Post office 

Sentence reconstruction 
Person to person 
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G OUR TOOLS 

activities 



As youVe worked through this book so far, there may have been a lingering ques- 
hon echoing In the bpck of your mind: "This Is fine - but I have an event to plan for 
next week. How can I get started, get out people's experience, find the patterns, 
add new theory and Information, practise skills, make strategies, and plan for 
action, and evaluate? Give me some examples." 

In this chapter we begin answering this question by outlining some of the 
activities we've used at the various stages of the spiral design model. 

First we want to clarify what we mean by "an activity**. Here's why. . . . 

We were In the second day of a five-day program with community educators. We 
had Introduced the spiral design model, made some progress with the worksheet 
on objectives, and were moving Into designing a piece oj an educational event One 
oj the JacUitators went to the Jllp-chart and asked: "What are the steps In any 
activity?" 

There was silence until someone said. "Getting out experience** and someone 
else said, **Plannlng". The facilitator, a little flustered, began to write down what 
soon became a Jumbled list of Items. 

After a few minutes of this It became clear that we had made an Incorrect 
assumption: the term **actlvlty" was not commonly understood by everyone. 
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ACTIVITIES AND 
HOW TO 
CHOOSE THEM 

What is an activity? 



Steps or moments 
in an activity 



For us. an "activity" Is a tool we use to meet an objective In an educational event. 
We divide activities Into three types: 

❖ presentations 

❖ guided discussions 
O structured activities 

Many people continue to be most comfortable with the presentation, either ver- 
bal or audio-visual. The guided discussion requires skill In ensuring broad par- 
ticipation and finding the right questions. The structured activity (role-playing 
for example) can be the most dynamic activity but many educators see it as liav- 
ing the highest risk factor. 

In the following pages we are referring only to structured activity. But in fact 
a mix of all three kinds of activities is often what's needed to make sure your pro- 
gram relates to the learning styles of all the participants. 

Structured activities most often Involve breaking down a body of partici- 
pants (Ideally anywhere from fifteen to twenty-five people) into smaller groups. 
Whatever the mode of activity (role -play, drama, doing drawings, or Just straight 
discussion), we usually ask participants to consider several questions prepared 
in the design phase. 

One way to begin is to dissect an activity into its component parts. 
1. Introduction: explaining the activity 

4 Give the background to the activity and its objective. We usually begin by 
explaining to participants why we are asking them to do the activity. In these 
opening remarks we sometimes Include a little history or background if appro- 
priate, or we try to allay any possible fears. For example, in the introduction to 
drama or role-play we emphasize that there are no acting awards given and that 
for those who don't want to take a leading role there is always a bit-part - a palm 
tree, perhaps. 

We've also found that we need to be comfortable with the activity if we are to 
help others feel comfortable doing it. And when we Introduce an activity we can 
afford to wander a little at the beginning, but by the end of the introduction we 
need to be very precise about the Instructions. 
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4 Explain the guidelines, the task, and the time available. Participants need 
to know exactly what they are being asked to do. We often write the task- which 
often Involves considering a list of questions related to the topic - on a flip-chart 
so everyone can see It. 

If people will be working In different rooms, or if the task is complicated, we 
hand out a tasksheet to each person. The tasksheet includes the question to be 
discussed/worked at; how the work Is to be recorded; what should be reported 
back to the full group; how much time people have. (There's a sample tasksheet 
in the "Nightmares" section of this chapter.) Check with the group to make sure 
members understand the task and are willing to engage In It. Leave room for 




4^ Hand out materials; tell people how to divide into groups and where to 

go. If there are handouts or other materials these need to be identified and a pro- 
cess suggested for getting them to each group. Before the acth'^ ^ starts you may 
also have to divide people Into small groups. It's good to assl( ^^roups ahead of 
time to ensure a mix of different experiences. (For a guideline, you may want to 
refer to the power flower In chapter one as a checklist of considerations. ) 

In every session there will also be Informal, pre-existing cliques. So when 
people break Into small groups we need to take these cliques Into account, either 
to encourage people to mix or to take advantage of existing relationships. 

For a longer program we like to have two or three ways to divide people Into 
groups. Don't forget that you'll need to be clear about where each group c n 
work, but this Information is better given after people are divided Into groups. 
Otherwise they often don't remember where to go. 
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Ideas for dividing people into groups 

■ number off by the number of groups you need. So for a session of twenty 
people where you want to form four small |[^roups, participants would number 
off from one to four. Have people group afterwards by number into the four 
groups. 

■ by symbols. Prepare pieces of paper with as nuuiy different symbols as you 
need groups. If you want to form four j^roups of five people you might have five 
triangles, squares, circles, and rectangles. Each person picks a symbol and 
finds others with the same symbol. 

O self-selection. When you want people to divide into groups according to their 
interest in a topic or theme, you can post the topics in different places on the 
wall around the room. Ask participants to "vote with their feeT by going to the 
topic that most Interests them. If there are too many people for any given 
theme, you can subdivide the group. If there is no interest in a given topic, it 
doesn't get discussed, 

■ by sound. This is useful for later in a longer program after people have got to 
know one another and won't feel self-conscious. It uses the same process as 
the symbol method, although this time each person gets a piece of paper 
describing a sound. Participants find their group by moving around the room, 
making the sound. To make it even more interesting people can do the activity 
with their eyes closed. We use animal sounds, machine sounds, baby sounds 
- use your imagination, have fun! 

■ pre-formed groups. Sometimes you need to have a particular rnl:< of people 
for specific purposes; so you list the group members and where they will be 
working on a Hip-chart and post them. Preparing the list In advance can save 
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2, Preparing the activity 

When partlclpsints are working at something- preparing a role play, engaging 
in a discussion to draw together ideas or prepare a report - we, as facilitators, 
usually do not participate in the activity because our presence can impede or 
distract the group's own work. In these situations the role of the facilitator is to 
be a resource person, to clarify instructions, and to help out any group having 
difficulties. We also have to watch the clock. 




3. Presenting and discussing the activity 

^ Small groups report back to the larger group. Most educators (and partici- 
pants) have experienced more than their share ofborlngplenaries. So it's Impor- 
tant to plan carefuUyJust how to get the most out of the larger group discussion: 
to decide what needs to be shared and how. 



Ways of reporting back from small groups 



different questions from each group. Each group reports back on a different 
question. All the questions are covered once. 

only one question reported back. Groups report back on only one of the 
questions discussed (the key question). Notes on other questions might be 
posted so other groups can take a look at them during a break, 
different forms of report back. Each group can be asked to use a different 
form of reportback (visual, dramatic, verbal, song etc.) or can choose the form 
the members feel most comfortable with. 

simultaneous plenaries. We use this method when small groups have pre- 
pared skits or dramatic presentatiOwS and the ^^roup as a whole is too large for 
everyone to see all of the presentations. We break the main body of partici- 
pants into as many large oups as we need, with one facilitator and three to 
four presentations In each. All of these mini-plenaries am take place at the 
same time. 

gallery review. Each group posts its material and participants walk around 
this instant gallery to see what others have done. A representative of each 
group should remain with that group's work to help answer questions from 
other participants. You can also leave space in the group*s charts for com- 
ments or questions from the olner participants. 
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■ a common format. About fifteen or twenty minutes before the end of the 
small-group discussion period, you ask each group to focus on Its report back 
and to synthesize the discussion. You can provide a sample format: 





(X*^d u)Ov44 like H ^loAre- f>lev%arij 



It helps to emphasize to participants that this format Is not to be taken as a for- 
mula to be strictly followed. * 

■ no report back. Sometimes, due to time constraints or the nature of the dis- 
cussion, It Is not possible or necessary to hear back from the small groups - 
although, in our experience, this does not happen very often. In a plenary it's 
also possible to ask for comments from the floor on the key points or Issues 
raised. 

■ Pulling out the experience. After the small groups return to the plenary, the 
next step involves asking questions about the small-group work that will 
make sure participants describe the experience and Identify patterns, 

Questions for this step might be: What are your findings? What are your 
key learnings or insights? 

■ Looking for patterns /analysis. This Is the meat of any activity. After all the 
reports have been completed, you can ask a number of questions about what's 
been reported: What are the similarities and the differences? What helped or 
hindered? Who benefited? Who lost? What are the key shared concerns? What 
Issues should we focus our discussion on now? 

■ Add new content /theory. After the analysis ofpartlcipant experience we can 
Introduce new content or theory, either through a brief facilitator presenta- 
tion or a handout. 

■ Synthesis. The final step In any activity Is the summary or synthesis of the 
most Important points that emerged In the discussion. Participants and facili- 
tators can work together to name key Issues in summary form. 



* Thanks to Lily Mah-Scn. who contributed this Idea, 
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Steps or moments in an activity 

1. Introduction: explaining the activity 

■ explain the objectives of the activity 

■ give the history/background of the activity If appropriate 

■ explain the task and the time '=(vallable, checking for clarity and consent 

■ Identlly and distribute materials /handouts if ariy 
groupings - how to divide and where to go 



2. Preparing the activity 

■ participants work at something, often In groups (preparation] 

■ facilitator Is available as a resource or to clarify 

■ facilitator monitors time 




3. Presenting and discussing the activity 

B If In small groups, come back to larger group 

■ pull out the experience 

■ look for patterns /analysis 

■ add new content /the( ^y 

■ synthesis 
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Deciding on an The activities we draw on are limited only by our ability to create and re-create 
activity them. It*s possible to borrow and adapt activities from many different sources. 

For Instance, the **llberal" education stance, with Its strength In the development 
of participatory activities, offers teambuUdlng and communications activities 
that weVe found particularly adaptable for more social or political purposes. 

For Instance, an activity developed by University Associates. California, a 
training centre In the liberal tradition, stresses the Importance of visual commu- 
nication. One participant describes what's In a map. without the aid of visuals, 
and other participants try to draw the map from what they hear . A DMI member 
adapted the same activity for a strike course. He had one trade unionist In a 
group describe a plant layout and where picket lines should go; and got the other 
members to do a drawing of what they heard. 

The facilitator used the same process and made the same point about the 
Importance of visual communication . But he also used the tool to meet an organ- 
izing objective -to familiarize people with the picket lines. 

The problem for many of us becomes how to decide what you need for a spe- 
cific group at a specific time to meet a specific objective. The activities you use 
also need to take into account the local context and the availability of technology 
and resources. This Is where It helps to have some of the participants or group 
representatives Involved In the planning. 

Participants In past workshops have contributed to this checklist of things to 
consider. 
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A checklist for developing ixppropriate activities 

Consider 

■ the local context 

■ the number of participants 

■ who the participants are: their cultural background, sector, social class, race, 
gender, traditions 

■ the comfort level: will participants feel uncomfortable doing the activity at this 
stage in the event? 

■ objectives 

■ the design: at what point in the workshop should you do this actl^.ty? Should 
you use it to draw out participant experience, analyse a topic, add new Infor- 
mation, or make an action plan? 

■ the time of day 

■ the time you have available 

■ language/level and literacy 

■ space, logistics 

■ the materials and technology available /required 

■ theme/subject matter 

■ the resources available to you 

■ participant experience, how much they know about the theme 

■ organizational context (timing, who is involved) 

■ your nightmares, and potential resistcUice to the activity 



But we've found that there is another way In which people come at this ques- 
tion of activities. Educators may have experienced or read about a particular 
activity that they want to use. Is it suitable for the specific situation? An activity 
grid can help answer that question. The grid does not pretend to Include all pos- 
sibilities. Again, we are emphasizing structured activities because most c the 
questions we get refer to that category. 
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Reshaping an Just as we have done with activities found here and there, we encourage you to 
activity plagiarize, reshape, and adapt our fa\ ourlte activities to meet the needs of your 
own participants, themes, and objectives. We also hope that you will tell us 
about your new creations - so we can steal back from you as well. 

We begin with a cautionary note. Using an activity Is a bit like singing a folk 
song: we never use an activity exactly the same way twice. Each time we do a ses- 
sion with a different group of people - or even with the same group, but on a dif- 
ferent theme or at a different moment in its organizational history - we rework 
the activity. 

For example, when we work in landlocked areas, we remodel an introductory 
activity called "lifeboats" into one called "buses". You need to bring your own 
sense of th^ group and your own creative energy to this task of adapting - and 
that will make it more successful. 

We've outlined the activities on separate pages to help make photocopying 
easier. And we've grouped them according to the stages of our spiral design 
model. There is also one category here that was not part of the spiral model: 
"Activities for energizing facilitators and participants". These are exercises we 
use during the session when energy is low, which often happeus in mid-after- 
noon or when there has been too much of one kind of activity. 

There are lots of other sources of activities you can consult, and weVe 
included some of these in the bibliography. We have identified the source of each 
activity to the best of our knowledge: our apologies if we are unaware of having 
adapted someone else's work, and please do let us know so we can credit the orig- 
inal creators. 
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GETTING 
STARTED 

Buses or lifeboats: an Introductory exercise 

Why use it? ■ to begin to get to know each other 

■ to have fun and relax 

■ to get a social X-ray of all of us as a group 

Time it takes ■ 15-30 minutes 
What you need ■ a large space , clear of furniture 

How it's done 1 . We ask everyone to stand up and come to the space chosen for the exercise. 

2. We explain the objective. We usually mention that this activity Is not Intended 
to give people an In-depth Introduction to each other; but It may introduce 
Issues we will want to pursue later In greater depth. 

3. We give the directions, with a short Introduction appropriate to the group. We 
say, for example, "There's a social evening on Saturday in the city, and we will 
all have to travel by bus. So we thought we'd begin with some practice getting 
into the same bus - given that we come from so many dlffereuC scctoi^ aiid 
regions." 

4. We explain they'll be asked to form buses in djlT* ent ways. For example, "The 
men in one bus and the women in anothf Or. "Get into ' -^ses by the region 
you live in," We usually ask people to msk^ sure they mo\ olose together in 
the bus so they don't fall off. 

We say that no one can be in a bus by herself or himself, so if they have any 
trouble they should pick the most appropriate bus. For example, if wo form 
buses by provinces and there's only one person from Manitoba, that person 
might want to Join those from the closest province to form a larger (perhaps 
regional) bus. 

5. We name the buses according to Important features of the particular group 
(asking participants to form buses by where they were born, where they live, 
sector, organization, decade they were born, gender, number of children), 
making the buses appropriate to the groap aiid the theme of the workshop. 

6. We ask people in one or more buse^ to ic -ach other their names, organiza- 
tions. We may also ask groups to tackle a specific task or question, such as 
"What arc your hopes for this workshop?" 

7. To avoid the process dragging, we try not to have too many buses and to mini- 
mize the time that people have to stay talking on their feet in each bus. 

8. We summarize what we've learned about the grov i from this activity and note 
any specific questions the activity has raised. 

Variations ■ Arnold, Barndt, Bunie, A New Weave, "Lifeboats", pp. 17-19. 

Source ■ The Doris Marshall Institute (DMI). 
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Paired interviews 



Why use \i? 



Time it takes 
What you need 



to get to know each other 
to Identify resources available within the group 

to give each person an opportunity to make a presentation In front of the group 
1-2 hours 

Interview sheet handouts 
pencils 

How it's done 1 . Ask the group to brainstorm a list of things they would like to know about each 
other. Post these questions on the flip-chart for everybody's reference. 

2. Ask each person to pair up with someone else they don't already know (or 
don't know well). Using the questions as a guide, the two partners interview 
each other. Each partner records information about the other one on the 
Interview sheet. (This task takes ten to fifteen minutes). 

3. Partlclp .nts Introduce their partners to the group, using their interview 
sheets and keeping the Introductions as brief as possible. This process can 
take some time, so in larger ses.sions it might be broken up over the course of 
the first day. 

4. The facilitator collects the interview sheets. If resources exist, a master is pre- 
pared and duplicated for everyone before the end of the workshop. 

Variation b The facilitator prepares an Interview sheet ahead of time with questions 
related to the background of the workshop and with contact information. 

Source ■ There are many different kinds of paired interviews . This version is thanks to 
Jeff Piker, Kingston, Ontario. 
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Starter puzzle 



Why use It? 



Time it takes 
What you need 



to get people to Introduce themselv^es 
to share expectations for the event 

10-30 minutes 



photocopies of pictures related to the theme of the workshop, cut into 3-4 
pieces so they form a kind of puzzle 

■ a hat or basket for passing the pictures around 

How it*s done 1 . Before the workshop we write questions for discussion on the back of the pic- 
tures. For example: 

■ Tell the group who you are and where you work. 

■ Tell us what you think the picture Is portraying. 

II Tell us what you want to share, or what you want to learn in this session. 

2. To begin, we ask each participant to choose one piece of the puzzle from a hat 
or basket. 

3. We ask participants to search out the others who have the rest of their puzzle; 
they all put their pieces together and discuss the questions on the back. 

4. We ask these small groups to write up the answers to the last question and 
post them on the wall- or share them with the other groups, depending on the 
time available and the number of participants. 

Source ■ The Centre for Adult and Continuing Education (CACE), University of West- 
ern Cape, South Africa. 
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Three paired skirmish and round robin 



Why use it? ■ 
■ 

Time it tal^es ■ 
■ 

Wliat you need ■ 
■ 
■ 

How it's done 1 . 



3. 



Variation 
Source 



to get to know each other 

to share expectations for the workshop 

1 5 minutes for skirmish 
30-45 minutes for round robin 

flip-chart and markers 

questions WTltten on a piece of flip-chart paper 
masking tape 

We write three questions on the flip-chart, and then tape the bottom end of the 
chart onto the top so that participants can't see the questions and we can roll 
the paper down one question at a time. Some sample questions: 
What did you have to do to get here today? 

Wliat comes to your mind when you hear the term **popular education"? 
What do you want to get out of this workshop?* 

We ask people to find a partner - the person they know least welL When every- 
one has a partner we lower the paper so the first question becomes visible, and 
we explain the task: "Talk to your partner for five minutes about the question. 
When you hear me clap, change partners - find someone else you don't know 
very well - and TU give you another question. You won*t have to report back 
this question to the full group." 

After three to five minutes, we clap (or sometimes shout) and again have 
people change partners. We do this once more. Before beginning the discus- 
sion of the third question we tell people that they'll have to report this answer 
back to the full group. 

In the full group we do a round robin, so that everyone has a chance to say 
what they want to get out of the workshop. We usually write this information 
down on the flip-chart beside the person's name. We save the flip-chart papers 
to use in the evaluation at the end. 

You can adapt the acti\4ty using other questions - or for other objectives. 
DMI. 



• *i iiirsc questions assume that participants have already Introduced each other using an exercise 
such as Buses. If this Is the first exercise you would need to add introductions. 
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DRAWING OUT 
KNOWLEDGE 
AND 

EXPERIENCE 
AND LOOKING 
FOR PATTERNS 



Helps /hinders 



Why use It? 



Time it takes 



to Identify key forces /elements that our organizations are up against and the 
main allies la our struggles 

60-90 minutes 



What you need s cards or small pieces of paper, markers 

■ large headings - "Helps", "Hinders", "Both", "Not Sure" - placed on the wall 



How it's done 1. 



2. 
3. 



Variations 



We explain the task: "In groups of two, discuss the key forces or elements 
ranged against you In your struggle at the moment and your major sup- 
ports/allies. Choose four of the most Important (two "for" and two "against") 
and note them on the cai'ds In headline form. You have twenty minutes/' 
We give each pair four cards and some coloured markers. 
After twenty minutes, we explain how to post the cards in the four columns on 
the wall: "Helps, Hinders. Both, Not Sure." We ask the first group to post their 
cards and to explain how each force or element is helping or hindering their 
struggles. If it is both helping and hindering, place it under "both". Subse- 
quent groups should place their cards in relation to what is already there. 
When all the cards are posted, we reflect on the "Hinders" column. We usually 
ask, "What's missing?" and "What are the common threads?" We might also 
ask the group to summarize the dominant agenda (what we're up against). 
We look at the other columns to pinpoint key elements for a disci: ssion of 
strategy: 

in "Helps", who are our allies? What are some stories of resistance or c f how 
we've already worked together? 

how can we turn the "Both" and "Not Sure" forces into "Helps"? 

how can we find the "cracks" in the dominant agenda to turn them into 

"Helps"? 

For other ways to analyse the balance of forces. See Earndt, Naming the 
Moment. 

"Helps /Hinders" can be adapted to many themes. For instance, when we used 
the activity in workshops with educators we change the question to "What 
helps/hinders our h irnlng'?" 



Source wi DMI. 



85 

O EDUCATING FOR A CHANGE 

ERIC 



3 

SHAPING OUR TOOLS 
Activities 



Nightmares 

Why use it? ■ to identify and analyse anticipated tensions in working as a social change 
educator 

■ to see how workshop design and/or facilitation can address those tensions 
Time it takes ■ 90 minutes (with about 20 people) 

What you need ■ workspaceo for small groups of 4-5 people 

How it's done 1 . We explain the purpose of the exercise, hand out a taskvSheet. and review the 
instructions. 

Tasksheet: Nightmares of running a workshop /meeting 

■ Share your worst experiences or worst fears in running a workshop or other 
event. 

■ Develop a five-minute scenario or situation to illustrate the major points 
made in the discussion. Build on one person's story that resonated with oth- 
ers in the group, or develop a composite story. 

■ Prepare to dramatize this scenario to the other groups. You can use props, 
make signs, whatever you think will help your presentation. 

2. We divide participants into groups of four oi five persons and assign a 
workspace. 

3. After thirty minutes we check to see whether everyone Is ready. We allocate a 
few more minutes if necessary. 

4. In turn the groups present their dramas. We usually give a warning at four 
minutes, and explain in advance that we will be cutting the action after five 
minutes. Otherwise it drags. 

5. After each presentation there is discussion, using a couple of questions, and 
with notes made on the flip-chart: 

H Name the nightmares you saw in the drama. 

■ Review what (if anything) the group tried to do to address the problems. 

6. We give the participants five minutes back in their small groups to discuss 
how the presenting group might have dealt witli the problems dramatized. 
They come back to the large J^roup and share these ideas; again we note Ihem 
on *he fiip-chart. After that we move on to the next drama. 

7. After the last drama the facilitator leads a short summary refiection by the 
group, noting: 

■ common threads 

■ insights on the role of design and facilitation in solving the problems. 

Variations ■ Some of the presentations can be restaged, applying the suggestions made for 
solving the problems, (See also the activity "St "::' dramaM 

Source ■ DMI. 
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The power flower: reflection on our social Identities 



Why use It? 



Time It takes 
What you need 



to identify who we are (and who we aren't) as individuals and as a group In 
relation to those who wield power In our society. 

to establish discrimination as a process for maintaining dominant Identities. 
45-60 minutes 



the power flower drawn on large paper 

■ Individual copies of the flower as handouts 

■ a variety of coloured markers 

How It's done 1. We Introduce the power flower, which we have drawn on large paper and 
placed on the wall. Together we all fill In the dominant social Identity of the 
group on the outside circle. 

2. Asking people to work with the person next to them, we hand out Individual 
flowers to each pair. We ask participants to locate themselves on the Inner 
blank circle. 

3. The groups of two post their Identities on the Inner circle of the large flower as 
soon as they are ready to do so. 

4. We review the composite as a group and reflect on: 

■ personal location: how many factors you have as an Individual that are differ- 
ent from the dominant Identity; what factors can*t be shifted, changed? 

■ representation: who we are/are not as a group -and how that might Influence 
the task/ discussion at hand. 

■ the relationship between and among different forms of oppression. 

■ the process at work to establish dominance of a particular Identity and, at the 
same time, to subordinate other Identities. 

Variations ■ Individuals fill In the inner circle of the flower before reflecting on the domi- 
nant social Identity In the group. 

■ Using flip-chart paper, cut out large versions of the twelve different petals. 
Each petal should be large enough so that all participants can make an entry 
on It. Name each of the petals and spread them around the room. Participants 
circulate and record their personal Identity on the Inner part of the petal and 
the dominant Identity on the outer part. Gather '^e petals In the centre of the 
room, and use as a catalyst for discussion ajj '\. 

■ Use the power flower as an Introduction to focus on one form of oppression. 
The flower was developed specifically for use In antl-raclst work. 

■ List the words participants use to describe their own "ethnicity'* and "race". 
Examine the two columns for differences. Use this as a take-off point for talk- 
ing about race as a social - as opposed to scientific - concept. 

Source ■ Barb Thomas, DMI. Adapted from Lee, Letters toMarcta. 
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The power flower 
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Variations 



Drawing ••When I acc, hear, feel these things • • 



Why use it? 
Time it takes 
What you need 

How it*8 done 



Source 
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■ to Identify connections between racism In the society and In the workplace 

■ 60-90 minutes (with about 20 people) 

■ work areas for four groups 

■ large paper, coloured markers for each group 

i We divide participants into four groups. 

2. We give tasksheet A tr groups #1 and #2 and tasksheet B to groups #3 and 
#4. 

3. We explain the task, which Is to either prepare a drawing of how racism hap- 
pens In society or how It happens In the workplace. If people are intimidated 
by drawing, we suggest they draw with their non-dominant hand or that they 
sketch their own Ideas on scrap paper and then work witii others to develop a 
collective drawing. 

4. We give large sheets of flip-chart paper and coloured markers to each group. 

5. After thirty minutes we ask the groups to post their drawings. Beginning with 
the -society" drawings, we ask the other groups to Identify what they see in the 
drawings and get the artists themselves to explain the main messages. All the 
points are noted on the flip-chart under "Society" and "Workplace" headings. 

6. We ask participants to comment on any patterns they see in the drawings and 
data generated: for example, power, exclusion, or simUarlties between raclsir. 
in society and in the workplace 

7. We help participants frame this discussion using the triangle tool. 

■ The activity can also be used to generate data on sexism and other forms of 
oppression. 

■ The activity can be done as a collage instead of a drawing. 

■ It may be Important to talk about the process of doing the drawing before the 
discussion, especially if there has been discomfort in the room. A way to start 
might be to ask: "What was going on In your group as you tried to do the task 
together? Was ^,t comfortable or uncomfortable?" This allows participants to 
put some words to difilcult feelings. 

■ Rather than doingadrawlng.partlclpantscanbedlvldedlntosixgroups. each 
with a different point to consider: 



when I see in the workplace . . . 
when I hear in the workplace . . 
when I feel In the workplace 



□ when I see In society .. . □ 

□ when I hear In society .. . □ 

□ when I feel In society .. . □ 

m Each of the six groups records Its c jmments on flip-chart paper for the larger 
group to see. The facilitator proceeds with the discussion as above. 

■ Adapted by the DMI from Anne Marie Stewart. Toronto Board of Education. 
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Tasksheet A: racism in society 

Prepare a group drawing to illustrate how racism happens in our society, outside our 
organizations. One way to help prepare the drawing is to discuss the following: 

"When I see. hear, feel these things in the external environment. I know racism Is hap- 
pening." 

You have thirty minutes to prepare. 



Tasksheet B: racism in the workplace 

Prepare a group drawing to illustrate how racism happens inside our orgai?' .ations. Oi 
thing that may help you prepare the drawings is to discuss the following: 

"When I see. hear, feel these things in my organization. I know racism is happening." 

You have thirty minutes to prepare. 
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ADDING THEORY 
OR NEW 
INFORMATION 

Why use it? 

Time it takes 
What you need 



How it*s done 1 . 

2. 
3. 



4. 



5. 



6. 



Triangle tool 



Variations 



to provide a framework for analysing connections and differences between 
systemic/structural, ideological, and personal aspects of racism 

30 minutes 

flip-chart, markers, and tape 

assumes prior discussion, such as the one described Jn the activity. Drawing 
*'When I see, hear feel these things. . 

We mark the three points of the triangle on the flip-chart: IDEAS. STRUC- 
TURES/SYSTEMS, PERSONAL EXPERIENCE. 

We draw a circle around each of the concepts, explaining each one as we go. 
We ask participants to give us their comments from the "See, hear, feel" activ- 
ity on racism in society, and we note these comments at the appropriate tri- 
angle point. There should be two or three comments for each point on the tri- 
angle. 

We draw lines between the three triangle points and consider the relationship 
between them. We note that power operates at each point to maintain or chal- 
lenge racism. 

We ask participants to give their comments from the racism In their organiza- 
tions drawings. We post these Inside the triangle. We note down several com- 
ments until It Is clear that the Inside of our organizations reflects what is hap- 
pening outside In society. We draw arrows to Illustrate the connections. 
In a brief synthesis we underline: 

the need to address all three points on the triangle If we are to attack racism, 
that what exists in society also exists In workplaces and other organizations. 
Sometimes we also ask participants to consider the points In another group's 
drawing that they think should be added to their own analysis. 

The activity can also be used to do an analysis of gender, race, ability ~ other 
forms of oppressif n. 



Source 



Barb Thomas, DMI. 
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The triangle tool 

Here is an example of participants' comments that we've placed on the triangle. 



Strud:«<re</ 




-loss of d'igmtij 




-me^:(tci Imaged 

^H(f^cV. ^^eo^lc. I'lUelAj t6 be- l>»o\c^i" 
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Why use It? 



Facilitator presentations 

■ to Introduce the principles of education for social change and their basis in 
how people learn 



Time it takes ■ 15-20 minutes 

WhSit you need ■ flip-charts prepared in advance on principles of effective adult education; 

principles of education for social change; and stages of a workshop (the spiral 
model)*' 

■ flip-chart, markers, and tape 

■ prior exploration of participant experience in what makes education effective 
for them 

How it*s done 1. We make the charts ahead of time, including all of the main points we want to 
make. We also make visible the main points that emerged from the discussion 
of participant experience with effective education. (We often do this by having 
people share what helps and hinders them learn.) 

2. We post the charts on principles of effective adult education and principles of 
education for social change. In reviewing the principles, we try to link them to 
the points already raised by the participants. The fact that many of these 
points have already been mentioned emphasizes that much of this informa- 
tion is knowledge they already had. What the presentation tries to do is sug- 
gest a framework. 

3. We look at how this relates to the theory of how people learn by drawing the 
"learning heads" on the flip-chart. (See chapter two, "TAKING OURSELVES 
SERIOUSLY, Why we And the spiral model useful.'*) 

4. We relate all of this to how we structure a learning event by presenting the spi- 
ral stages of a workshop - which both takes into account and uses the princi- 
ples of education for social change and what we know about how people learn. 

5. People are Invited throughout to stop us and ask questions if there is some- 
thing that is not clear. 

b. We leave time following the presentation for questions, comments, and syn- 
thesis. 

Variations ■ There are many other kinds of presentations: an outside resource person, use 
of a film or video, a panel ... the list is long. These presentations can be framed 
so that participants are active cc presenters in the process; the participants 
can seek what they want to learn rather than Just what the presenter wsmts to 
say. 

Source ■ DMI. 



♦ All of these charts appear earlier in this chapter. 
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Sculpturing; cn analysis 

This activity gets people to position themselves In ways expressing power rela- 
tionships among major actors - in this example, among the major actors in the 
conflict in South Africa. The result Is a human sculpture that represents the 
group's understanding and knowledge of what Is going on in South Africa. In this 
case, South African resource people and facilitators with recent experience In 
the region added their Information to that of participants. 

Why use it? ■ to Identify the major players In the conflict in South Africa and share Informa- 
tion about their strategies 

■ to critically examine Canada's role and our role as solidarity organizations in 
relation to the major South African actors 

Time it takes ■ 45-60 minutes 

What you need ■ at least 10 participants 

■ two facilitators or a participant willing to assist one facilitator 

■ a large space 

■ small pieces of paper, masking tape, magic markers 

■ flip-chart 

Howit*s done 1. We ask participants to name the major actors in the conflict in South Africa. 

(They can name individuals, forces, or organizations). One facilitator writes 
the actors named on the flip-chart, checking to be sure that everyone k ows 
who the actor is but without getting into any lengthy discussion. 

2. At the same time, using the marker, the other facflltator writes the names of 
the actors on small slips of paper. We try to group the actors as we go - into 
opposition groups, apartheid supporters, international actors, and so on. 

3. The first facilitator reviews the purpose of the exercise and explains that we 
will be choosing people to represent the actors and positioning them as a 
sculpture, placing them according to their relative power over resources and 
decision-making. The whole group decides where each actor goes. Partici- 
pants can use different gestures or props. 

4. The second facflltator asks two parti ^pants to take the roles of two of the 
actors representing the apartheid structures, sticking the slips of paper nam- 
ing the actors on their bodies with masking tape. The group discusses how 
these actors should be positioned in terms of their power relationship. 

5. We proceed to Identify and place the other actors, leaWng the international 
actors - and especially Canada and the solidarity network - until last. (It is 
Important that we are in the picture.) We continue to check with the group to 
see that everyone's points are being included in the analysis being developed 
and that everyone understands the relationships. 

Some of the most iK^eful discussions occur when people differ. In one 
workshop In 1987 with anti-apartheid youth, both Black Consciousness 
Movement (BCM) and African National Congress (ANC) supporters were 

94 

O )u(:ating for a change 

ERIC 



1' 



3 



SHAPING OUR TOOLS 
Activities 



6. 
7. 



8. 



among the participants. After much discussion and debate, we were able to 
agree on the historical and current positioning of each actor, naming differ- 
ences In analysis as we went along. 

We ask clarifying questions and add Information where necessary. 
Before we break up the sculpture and everyone sits down, we ask the actors to 
review who they are and how they relate to each other. (We find its also helpful 
to ask how It feels to be In the role.) 

We have a discussion, which often focuses on the role of the Canadian govern- 
ment and the Implications for solidarity work. 

Variations m Another sculpture could be made to represent how we would like to change 
the situation - how we v/ould like the relationships to be - or to represent pos- 
sible responses to the situation we've described. 

■ This approach to sculpturing can be used to develop an analysis of one sector 
only (for instance, the trade union sector In South Africa, the food sector In 
Canada). 

■ The "theatre of the oppressed" can also be used to look at contradictions In 
relations of power. For an example, see Barndt, Naming the Moment, 
pp. 43-44. 

Source ■ Rick Arnold and Bev Burke, DMI. 
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PRACTISING 
SKILLS. 
FORMING 
STRATEGIES. 
AND PLANNING 
FOR ACTION 



Why use it? 



Using video 

■ to document the practice of facilitation In training sessions with social change 
educators 

■ to affirm and critique participants* own skills in facilitation 

■ to enlist feedback from colleagues 

Time it takes ■ 1 day for recording & feedback (assumes prior preparation) 



What you need 



video recorder and playback ( 1 set for every 8 participants) 

■ videotape for each participant 

■ one quiet work area for every 8 participants 

■ flip-chart, pens, tape in each area 

■ 1 facilitator for every 8 p£u*ticlpants 

How lt*8 done L On the day before the session, in teams of two the participants prepare a 
design for a three -hour workshop for a particular constituency on a particular 
theme. On the day of the session the facilitators divide the collected pairs Into 
two groups, with each faclUtator responsible for four teams. 

2. The facilitator explains the task. Each team is to present the outilne of their 
workshop plan; and facilitate a ten-minute segment as if the facilitators were 
the participants. 

3. The process for the videotaping is posted on a flip-chart: 

■ team sets up 

■ team explains the plan (general objectives, participants, agenda) and 
describes how the activity to be facilitated fits into the plan 

■ the "audience" takes on the role of the particlpar ts 

■ facilitation of the plan (ten minutes) 

■ note-taking (five minutes) 

Note: all the teams should present their segment and be taped, one after the 
other, in the morning before the feedback begins. 

4. In the afternoon the full group generates guidelines for feedback. (This pro- 
cess Is described in detail In chapter four, "GIVING AND GETTING FEED- 
BACK".) The facilitator asks. "What helps you hear critical feedback?" and 
notes participant Input on the flip-chart. These notes become "guidelines for 
feedback", which are used to give critical feedback to colleagues on their pre- 
sentations. The facilitator is responsible for making sure that the guidelines 
are followed. 
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Variation 



5 , We replay the videotapes and tape the feedback. For feedback we use this pro- 

■ 1 he team comments on what they thought they did well; what could have been 
improved; what they want comments /suggestions on. 

H Kach person In turn gives feedback according to the guidelines established. 

The team cannot answer back. 
m Alter hearing all of the feedback, the presenters make summary comments (if 

lime permits). 

(5. Kach participant gets a tape of her or his presentation and feedback. 

■ When no video equipment Is available, we adapt the process: there is feedback 
immediately following each team presentation, using the same process as 
outlined above. 



Source ■ DMI skillshops 
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Case studies 



Why use it? 



Time It takes 
What you need 



For this example, we have chosen film clips used as case studies In a skillshop 
with educators from immigrant service organizations. 

■ to practise using the triangle tool (see "adding theory OR NEW INFORMA- 
TION" In this chapter) for an analysis of equity issues (racism and sexism) in 
the workplace 

■ to explore ways to use the case studies in dealing with issues and tensions 
common Ir educatlonals about equity 

■ 90 minutes 



5-mlnute video clips - as case studies on workplace discrimination 

■ group scenarios written on flip-chart 

■ workspace for small groups 

How lt*s done 1 . We show two of the video clips: a case of sexual harassment of a woman worker 
In a hospital and a case of racism directed against a worker In a loading yard. 
2. We post a number of different scenarios developed for using the case studies 
in educatlonals. These relate to the cpeclfic work contexts of the participants 
and lo the case studies. Here are two scenarios that we've used: 

■ for video #1 ~ sexual harassment "You have been asked to come and talk to 
female workers in the hospital about sexual harassment." 

a for video #2 - loading yard "You have been asked to prepare a session for the 
union at the loading yard to sensitize the workers to cross-cultural issues." 
We hand out a tasksheet and review it with participants: 
We ask participants to choose the scenario they wish to work on by voting with 
their feet - moving to the place in the room where that scenario is posted. 
When all participants have made their choice we divide into groups so a maxi- 
mum of four to five people are working together. A scenario has to be chosen by 
at least three people or it docs not get used. 

Groups get sixty minutes to complete the task, during which time the facilita- 
tor circulates. 

We ask each group to post the triangle tool (if used) and answers to the ques- 
tions posed; and to have one person prepared to answer questions from other 
participants. 

Participants circulate in a gallery review of the work produced. We encourage 
groups that have worked on the same scenario to compare responses and new 
ideas O' ,lghts. 

In plenary, we record a summary of "insights' aiid "blocks or problems" in 
doing the exercise. 



3. 
4. 

5. 



6. 



7. 



8. 



9. 



98 



')UCATING FOf? A CHANGE 



1 



3 

SHAPING OUR TOOLS 

Activities 



Variations ■ Cas'^ studies can come In many formats: print, audio -visual, photostorles. 

Th jy can be used for many purposes as well. For example, we used a written 
case study of the Guatemala Coca Cola workers In workshops with Canadian 
food Industry workers as a way of learning about other ways of building alli- 
ances. 

Source ■ DMI. The video clips In this activity were from Workplace Discrimination, City 
of Toronto. 1987. 
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Stop dramat or ""take two"" 



Why use it? 



■ to develop concrete strategies for dealing v^th conflict situations In our v/ork 
as social change educators 



How It *8 done L 



2. 



Time It takes ■ 90 minutes (with about 20 people) 

What you need ■ a large area, free of furniture 

■ space for 4 groups to work 

■ flip-chart, markers, tape 

We follow the procedure outlined In the "Nightmares'* activity; participants 
divide Into small groups and develop dramatizations of their worst experi- 
ences, of their fears about running a workshop, or of working with a group 
Immersed In conflict. 

Each group presents Its scenario and the group as a whole Identifies the 
nature of the confllct(s) they see dramatized. In one drama, for Instance, there 
might be competing political perspectives, a facflltator trying to avoid conflict, 
and a generation-gap Issue. 

3. After all of the groups present their drama, we Introduce the process that we're 
going to use for looking at strategies to address the Issues raised. We explain 
that the time available allows us to only work with one or two of the dramas. So 
we ask participants to choose which one{s) they want to work on. 

4. The original group presents the drama over again. Participants reconvene In 
their groups for ten minutes to develop concrete strategies for addressing the 
situation. We ask each group to name a facflltator who wlU try out the group 
strategy for dealing with the situation. 

5. Each group has an opportunity to take the place of the facflltator In the scene 
and replay It In a diflerent way. using the original group as the participants. 

6. After all of the groups have had an opportunity to practise their strategies, the 
facilitator leads a discussion of the approaches that have emerged, noting the 
main points on the flip-chart. 

Variations ■ Any member of the audience who wants to Intervene and become a character 
In the drama can do so by clapping her or his hands to stop the action . The new 
actor takes the place of someone In the drama and the action resumes. 

■ If someone feels that any response or action In the drama Is unrealistic, she or 
he calls out "magic". This stops the drama, and the person Intervening must 
enter the scene and replay It In a more realistic manner. 

Source ■ Adapted by members of the DMI from Theatre of the Oppressed approaches. 
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REFLECTION 
AND 

EVALUATION Quick and dirty: reconstructing an activity 



Why use it? 
Time it takes 



to reflect Ically on an activity during an event, when the activity has not 
gone well. 

15-30 minutes 



What you need ■ cards or small pieces of paper an\ 1 markers 



How it's done 1 . 



Source 



In advance we break down the activity Into Its component parts, and we make 
a card for each point. We copy the cards so there are two Identical sets. 
We divide participants into two t?ams and give each team one set of cards. We 
ask them to put the activity ca'ds Into the right order - that is, the order In 
which the activity occurred. 

When both groups have finished this task, they compare the reconstructions 
and work to reach an agreement on the order of the parts of the activity. 
In smaller groups, participants are asked to Identify what worked or didn't 
work In the original activity and why. We ask them If they have any sugges- 
tions for Improvement. 

Participants return to the plenary and report back on their discussions and 
suggestions. 

DMI. 
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Quick and dirty: line-up 

This example Is taken from a specific workshop looking at coalition-building on a 
national level in Canada. There was a wide range of participants from across the 
country. 

Why use it? m to clarify objectives when there is disagreement among participants 
Time it takes ■ 15 minutes + follow-up 

How it*s clone 1 . We asked two participants to represent the extreme poles. A participant who 
saw the purpose of the session as a time for people to listen to each other went 
to one side of the room. A participant who saw the objective as organizing an 
action campaign went to the other side. 

2. When these two pau-tJcipants were in place, we asked others in the group to 
physically position themselves along the line between the two according to 
how they saw the objectives for the session. 

3. We asked people to briefly explain the reasons for their position. 

4. Based on this Information, we asked the participants to look at the agenda 
and see how their differing priorities could be covered. We agreed on making 
changes to the agenda. 

■ Have people line up by the length of time they have been with the organization. 
It gives a sense of both new blood and experience in the room. 

■ The activity can be used as a conflict resolution technique to come up with a 
compromise solution. 

a It can also be used for the quick and dirty end-of-session evaluations: one end 
of the line for "absolutely wonderful'*; the other end for **yuck". 

■ Adapted and readapted by many different groups. Special thanks to Denise 
Nadeau, a popular educator in Vaiicouver. 



Variations 



Source 
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Fly on the ceiling 



Why use it? 

Time it takes 
What you need 



We gave the exercise this name to Indicate the need for participants to step out of 
the process and look at It from a distance. 

■ to determine to what extent the process and content of an event are meeting 
the needs of participants 

■ 10-30 minutes at the end of a day/session 

■ a copy of the "fly on the celling'* handout for each person for each day of the 
event 



How it*s done 1 . We give each participant a copy of the handout and explain the purpose of the 
exercise. We note that the sheet is for their own reference and will not be col- 
lected. 

2 . As a group, we reconstruct the day by reviewing what happened. 

3. We give participants five minutes to fill In the sheet. 

4. We either ask for volunteers or ask all participants to comment on what hap- 
pened for them during the day; what worked or didn't work. We stress that this 
information will help us redesign the program for the next day. 

Variations ■ Focus on a particular problem that emerged during the day. 

■ Participants can be asked to say what they want the program to stop, start, 
keep doing the next day. 

Source ■ DMI. 
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Fly on the ceiling 

1 . What did we do (reconstruction)? Why? 



2. What happened for you - summarize what you learned or felt. 



3 . What could you use? How could you change it to meet your own situation? What alterna- 
tives can you think of? 



104 



nUCATiNG PGR A CHANGE 



3 

SHAPING OUR TOOLS 

Activities 



Process observers 

Why use it? ■ to give participants an opportunity to practice observing and critiquing 
process 

■ to equalize power relations between facilitator and participants 

Time it takes ■ 10 minutes for the report 

What you need ■ Copies of the **process observer sheet" 

How it*s done 1 . In the first session of a longer event, during the Introduction to the program, 
we introduce the **process observer" concept and its objective and review the 
sheet with the group. 

2. We ask for two volunteers for the first day of the program. We explain that 
these two process observers are responsible for collecting input from other 
participants, and that they will make a she. . report at the beginning of the ses- 
slon following the one they observed. 

3. The process observer report is the first thing we usually ask for in the morn- 
ing, before reviewing the agenda for the day. Then we ask for new volunteers to 
act as process observers for the coming session. 

Variations ■ Depending on the sector, we may change the title . In the union movement the 
role of class steward can be adapted to take on this role. 

Source ■ DMI. 



Process observer sheet 

Your role: 

1 . To be available to participants for input into the course as we go along. 

2. To reflect on how the day went, keeping in mind: 

■ participation 

■ pacing (Did things move too fast? too slow?) 

■ balance of new and familiar content 

■ language (Could everyone understand? Is the terminology clear?) 

■ logistics. 

At the end of the day. prepare your report with the other observer based on feedback from 
other participants and your own observations during the day. The report should be no more 
than ten minutes in length and will be given at the beginning of the morning session. You 
might want to make your observations on this sheet. 
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Headf heartt feet 



Why use It? ■ 

Time It takes ■ 

What you need ■ 
■ 

How it*s done 1 . 



3. 
4. 

Variations ■ 



Source 



to evaluate a session at Its conclusion 
30 minutes 

evaluation sheet for each participant 
flip-chart, markers, tape 

We hand out the evaluation sheet, explaining its objective and how the infor- 
mation will be used. 

We invite participants to draw their head, heart, feet on the paper, using the 
markers. 

We ask participants to fill in the form (individually or with someone else). 
If there is time, we ask them to share something they leeu-ned or to give final 
comments. 

Draw a large head, heairt, feet on flip-chart paper and post it. Distribute small 
slips of paper and ask participants to write down the major things they 
learned or got out of the event. Post these points in the appropriate position on 
the flip-chart and discuss them. 

Adapted from Marsha Sfeir. a Toronto educator. The variation was developed 
by participants at a workshop In Peterborough. Ontario. 
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Educating for a change: course evaluation 

Date: 

This form has two purposes. We hope it will help you reflect on your own learning during the 
course. We kno vV It will help us Improve our work. To make the evaluation as useful as pos- 
sible to us. it helps if you can be specific and personal (for instance . use 'T instead of *'we"). 



Part one: What did you learn from this course? 

a) New knowledge gained from the course; new questions you would like answers to 

b) New understandings, feelings, you leave with 

c) New skills - things you can use in your work 
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Part two: \ ..^r assessment of the course 

1 . What parts of the course did you find most useful? Why? 

2. What parts did you find least useful? Why? 

3. What Ideas could you suggest for Improvement? 



Many thanks for taking the time to fill this out. 
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ENERGIZING 
PARTICIPANTS 
AND 

FACILITATORS 



Why use It? 
Time It takes 



/ 



The people say 

■ to deal with sluggishness during a workshop /meeting/event 

■ 2-5 minutes 



What you need ■ no additional requirements 



How lt*8 done 1 . 



3. 



We explain to people that we have noticed glazed eyes or feel tired ourselves ~ 
whatever has prompted us to Introduce the exercise. We also explain that 
there Is a physiological reason for the exercise: to get oxygen to the brain. 
We explain the game. "I will be asking you to take an action. Because we are 
concerned about democratic social change here, we want the people involved 
In our decisions. So, respond to my request only if I preface It with 'the people 
say'. For example, If I say 'the people say. stand up*, you stand up. If I only say 
*stand up', you pay no attention.*' 

We do the exercise. We don't have people drop out if they miss the trick 
because the Idea Is to get some exercise. 

"Simon says'* - with a twist thanks to theatre workers from the Eastern Carib- 
bean. 
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Post Office 



Why use it? ■ to deal with sluggishness during a session - and to have fun 
Time it takes ■ 5- 10 minutes 



What you need 



chairs In a circle, one for each participant with the facilltator*s chair removed 
■ a piece of paper 

How it's done 1 . We explain the purpose of the exercise, its name, and where It comes from. 

2. We outline the rules. We explain that the facilitator Is a letter carrier with a 
letter (V if "ce of paper). We say, "I have a letter here for everyone with hair on 
their h' ^and the amount of hair doesn*t matter." Everyone answering this 
descrl^ ,ion changes chairs across the circle (and not Just shifts sideways). We 
explain that the facilitator will also be looking for a chair. The person without 
the chair becomes the new letter carrier. 

3. We continue until everyone looks more or less awake. 

A caution: This activity is not appropriate for groups with participants who 
are unable to move quick ' and easily from chair to chair. 



Source 



Popular educators in Central America in the Alforja network. 
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SHAPING OUR TOOLS 
Activities 



Sentence reconstruction 



Why U8C it? 
Time it takes 
What you need 
How it^s done 



■ as a warm-up before a session 

■ ISnilnutes 

■ each word from 2 sentences written on different Index cards 



1 . We choose sentences that relate to the theme of the session. 

2. We divide the participants Into two teams, and give each team a set of cards. 

3. We explain that the task is to reconstruct the sentence. 

4. When both teams have finished, we ask them to show the sentence to the 
other team. 

Variations ■ Both teams could work with the same sentence. 

■ Use the exercise to spark a discussion of working collectively by reflecting on 
what helped get the task done or what blocked Its progress. 



Source 



DMI. 



Person to person 



Why use it? 
Time it takes 



to deal with sluggishness during a session or as an icebreaker 
10 minutes 



What you need ■ an odd number of people 



How it^s done 



Source 



L 
2. 



3. 



We a5k participants to choose a partner and stand In a large circle. 
Borrowing a partner, a facilitator explains the rules and demonstrates howlt's 
done. When we call out two parts of the body (for instance, hand to head) one 
person puts her hand on the head of her partner. We continue to call out dif- 
ferent cotnblnatlons until people are tangled up. At that point we shout "per- 
son to person*' and weryone changes partners. The person without a partner 
becomes the new caller. 

We begin the exercise, calling, for Instance, "knee to hip. toe to toe. shoulder to 

ankle" - until everyone is tangled. Then we call "person to person** and find a 

partner ourselves. A participant becomes the new caller. 

We continue as long as we have time available, or until It threatens to become 

boring. 

Sticks and Stones theatre group. Sudbury, Ontario. ("Personne ^personne" is 
described in their book Neighbourhood Action: Recipes for Change (out of 
print). 
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Activities 



A FINAL WORD We hope you will use and adapt these activities for your own work. And as you do. 

don't forget the checklist for developing appropriate activities. 



V vinsider 

■ the local context 

■ the number of participants 

■ who the participants are: their cultural background, sector, social class, race, 
gender, traditions 

■ "comfort level" - would participants feel uncomfortable doing the actlvit>' at 
this stage in the event? 

■ objectives 

■ the design - when In the workshop should the activity take place? to get out 
participant experience, analyse a topic, add new Information, make an action 
plan? 

■ the time of day 

■ the time you have 

■I language-level sind literacy 

■ space, logistics 

■ materials and technology available or required 

■ theme or subject matter 

■ resources you have 

■ participant experience, how much they know about the theme 

■ organizational context (timing, who is involved) 

■ your nightmares, and potential resistance to the activity 
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Working On Our ^eet: 
The Practice of Democratic Facilitation 



USING SPACE: THE POLITICS OF 
FURNITURE 116 
A story 

So what's going on? 

Tips on using space democratically 



CONFLICT: HEADING INTO THE 
WIND 
A story 

So what's going on? 
Tips on handling conflict 
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MAKING THE MOST OF WHO WE 
ARE 119 
A story 

So what's going on? 

Tips on making the most of who we are 

ESTABLISHING 
CREDIBILITY/SHARING THE 
EXPERT ROLE 124 
A story 

So what's going on? 

Tips on establishing credibility/ sharing 
the expert role 

GIVING AND GETTING FEEDBACK 129 
A story 

So what's going on? 

Tips on giving and getting feedback 



CHALLENGING AND ENCOURAGING 



RESISTANCE 
A Story 

So what's going on? 
Tips on challenging and encouraging 
resistance 

WORKING WITH DISCOMFORT 
A story 

So what's going on? 

Tips on working with discomfort 
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TIMING: EXIT LINES 
A story 

So what's going on? 
Tips on timing 

THE FACILITATOR'S ROLE 
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WORKING ON OUR FEET 

Facilitation 



So here you are. You're well prepared. But you're facing fifteen or twenty-five 
people who have differing expectations of the workshop and who want to be there 
in varying degrees. They see you as the expert but may resent and want to chal- 
lenge the very status they've accorded you. 

They will participate in and resist the process in different ways. They will 
blanieyou lf"it doesn't work*'. A few of them -probably the ones who have invited 
you to run the workshop ~ may be hoping that you will ring up the political points 
they've been unable to score with these, their colleagues. 

Indeed, as we mentioned in chapter one, there can be many agendas - your 
own included ~ operating in one simple workshop. Clarity on whe:e these con- 
nect and diverge will help you negotiate traffic, on your feet, ai^d avoid getting 
bogged down. 

After all, the contradictions are the very essence of what you're doing: facili- 
tation. And book after book, it seems, has been written about how to pick your 
way through this potential swamp. In this chapter we're going to address eight 
aspects of facilitation in social change education: 

O the use of space 

0" making the most of who we are 

0^ establishing credibility and challenging notions of the expert 

O getting and giving feedback 

-0^ encouraging/challenging resistance 

0^ working with discomfort 

O dealing with conflict 

O timing. 
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We're focusing on these eight Issues for three reasons. 

First, social change education challenges ourselves and the people In our 
programs to ref :us and refraime "common-sense" understandings and ques- 
tions about what Is happening In our society. It challenges us to consider why 
these things happen, how they happen, wha: :helr Impact Is and on whom, and 
what our own location Is In these dynamics In educational work the eight 
aspects are sites where. In our experience, responses to these Issues are played 
out. 

Second, social change education Is about developing democratic practice. 
The eight sites pose some of the most challenging problems for the educator In 
modelling democratic practice. 

Third, mainstream adult education literature abounds with Ideas for 
managing troublesome Individuals. But little has been written about facilitator 
roles In developing critically aware Individuals equipped to recognize and resist 
Injustices. 

And fourth, we want to affirm conflict In groups as something natural, poten- 
tially creative, and necessary In building collectivities capable of working 
together effectively. 

When you start a session there are always some dynamics you can antici- 
pate, and you Ve taken these Into account In your planning and design . But there 
Is a universe of undocumented, on-your-feet experiences that are not only con- 
tradictory but also filled with tension, and sometimes painful We want to 
explore these swampy places In this chapter. 

As authors we are aware of a central tension In this chapter. On the one hand 
we wanted to make the Job of facilitation accessible to anyone attempting It. by 
analysing Its most difficult aspects. On the other hand, the more we probed such 
moments and tried to Illustrate approaches to them, the more we realized that 
these descriptions might. In fact, overwhelm and dlsempower some readers, 

To this we respond that there Is a craft to facilitation, most of which Is learned 
on your feet. While It Is true that "anyone can do this*', we have found that one 
gets better and better through experience and through shared reflection with 
trusted colleagues, It Is this shared reflection, at this point In our work, that we 
offer here. 
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USING SPACE: A union Invites two educators to provide training In popular education for some oj 
THE POLITICS their stajf. When the educators arrive for the session they see a roomjormally set 
OF FURNITURE up with a big table at the front complete with a microphone, and with all of the 

chairs organized audltorlum-Jashlon, facing the microphone. (The chairs, they 
A story notice, are movable). 

Hiding their dismay, they askljthlsls the normal arrangement/or a workshop 
roomand are told that yes It Is and that the union president will be opening the ses- 
sion, hey raise no challenge. 

The presidents opening remarks signal his support for the event and thus pro- 
vide the psychological space for the educators to move. 

After his opening speech the participants wait expectantly for the educators' 
presentation. After all the room Is organized for someone to present something. 
The educators, maintaining the given arrangement, negotiate objectives and an 
agenda. Then they organize the participants Into pairs to discuss expectations, 
after which Individuals share their responses and Ideas with the group as a 
whole. While this Is happening people crane and twist their necks to see who Is 
speaking. 

Next the participants go off to the four corners of the room for small-group work 
In which they are to develop a role-play. Later, when they reassemble for presen- 
tation of the role-plays, participants rearrange the chairs so they can see. 

By noon the room looks very different. In response to the need to see every- 
one's faces In a large-group session, participants had arranged their chairs Ina 
circle, with facilitators as members of the group. At some point In the morning 
almost every corner of the room had been used. 

Before lunch the facilitators ask participants to comment on the room arrange- 
ment and to compare Itto the beginning of the morning. Participants comment that 
they like the current arrangement much better. They could talk and hear easier 
and see ever yone*s faces, Including the facilitators'. 

They begin, right away, to reflect on their own use of space and furniture In 
union meetings. Participants agree that they would have resisted such an 
arrangement If It had been Imposedby the facilitators at the beginning of the morn- 
ing. They say it would have confirmed their suspicions about the '' touchy feely" 
outsiders, 
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So what*8 going on? The use of space Is a statement about power relations In an organization. In 

larger organizations, power Is displayed by office, window, carpet, space, and 
equipment allocations. 

In a structured educational setting, the arrangement of furniture - con- 
scious or not - makes power relations apparent. It shows these power relations 
in the anticipation of who will be talking, and who will be listening. While people 
may, at one level, resent being talked to all the time, they may also take some 
security In the predictability of such an arrangement, and In the position It 
affords as an observer. An arbitrary shift made by an outsider to the organization 
can be experienced as an affront to tradition, to "the way we do things*'. 

Such feelings, especially when they're fuelled at the outset of an educational 
experience that Is already unpredictable and slightly uncomfortable, can derail 
the most engaging and exciting desl[j»i. 

Facilitators, then, need to walk a bit of a tightrope*. On the one hand they 
must model the respect for people and their ways of doing things that Is the basis 
of education for social change. On the other hand they must help participants 
raise questions about how such "Innocent" arrangements reflect the very Inequi- 
ties that social change education seeks to challenge. 

But if participants themselves are to create dcxiiocratlc spatial arrange- 
ments In their own work, they must consciously participate In the creation of 
these arrangements , In response to felt need s . Any layout favours some people at 
the expense of others. The trick Is to develop skills In assessing and shifting who 
is favoured. For example, if you have two flip-charts at the front of a room you can 
angle your body In two dlHTerent ways for each flip-chart, so you'll favour different 
people at different points. 
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Tips on using space 4^ Do your homework* In your planning, ask about the usual spatial arrange- 
democratically ments for educational sessions In the place you're going to. and how open to 
change participants might be. 

4^ Request the kind of space you need* If possible, see the space in advance or 
request a full description. Ask about the size, and if there are windows, carpets, 
and wall space for flip-chart paper. 

Ask about disruptive noise. Request an additional room for small-group 
work; and a lounge for evenings If you're teaching a residential course. Get there 
early enough to ensure that you get the space you need, and that it is set up 
appropriately. 

4- Use your design to shift things. Use different activities to get participants to 
move their bodies and chairs and to use as many parts of the room as i ossible. 
Share the power to get up and move around. 

^ Occasionally move the "front" of the room* Following a group- work activ- 
ity • g^*^ participants to report, using their own flip-chart notes, from wherever 
they are sitting. If you need to be standing or commenting, move to where the 
participants are. 

4- Where possible, use the floor. Many activities are designed for the floor. 
(See, for example, one of the variations In "The power flower" in chapter three.) 
Where there are no tables, and/or where the floor Is carpeted, participants will 
often choose to work with flip-chart paper on the floor, which can also expand 
the use of space In the room. 

> Encourage participants to use the walls* Activities that require partici- 
pants to post comments, write graffiti, or assemble bits of data are occasions for 
encouraging participants to claim new spaces In the room. After an activity you 
may want to post particular sections of the flip-chart work for future reference In 
the workshop. Make sure you do this selectively so you won't drown participants 
in their own work. 

4- Share the **props"* Share the tools you are using. Avoid maintaining a bank 
of markers, masking tape, folders, and flip-chart paper that only you as facilita- 
tor can touch or use. 

4 Make the process explicit* Spatial arrangements are not accidental, 
whether conscious or not. Particularly if you are training other educators, make 
time to pose specific questions about the "politics of furniture". 



O Who Is set up to talk and/or to listen In the spatial arrangement? 
<^ In what ways can certain arrangements reinforce or undermine relations of 
power? 

O ^Nhat kinds of arrangements assist democratic processes? 

O How do numbers of people* tasks to be accomplished, levels of comfort influ- 
ence the spatial arrangements we choose? 

O How can education for social change build comfort In spatial arrangements 
that encourage a sharing of power? 
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MAKING THE Three facilitators who work together extensively - one Black, one South Asian, one 
MOST OF WHO White-are working with a group oj teachers In the second stage oj training In antl" 
WE ARE racist work. Just before beginning In the after noon, the teachers discuss who wtU 
make presentations to the Board of Education about hiring people of colour In 
A story senior positions at the Board. 

ABlack teacher Is trying to sign up different people for the task. The group sug- 
gests several people, none of whom are at the meeting. One of the facilitators asks, 
"Why are you only naming people who are not here? What about the people who 
are here?" 

The group looks uncomfortable, and then a few White teachers suggest that 
the firstBlack teacher along with another Black teacher should do the Job. The first 
Black teacher confronts the group, saying, 7fs always peopleof colour who have 
to do this. If you think Ws less risky for us, you*re very mistaken. This Is exactly 
why iVs hard to trust White people's good Intentions sometimes. " 

One White group member protests **belng made to feel gullty'\ "Ws clear,'* he 
said, "that you (Indicate .g the two Black women) are more experle . ed In this than 
/am." 

One of the Black women responds, "What Vm getting here Is that even In this 
group, racism Is still our Issue. Dont you think we're afraid we*ll say the wrong 
thing, or that this will have repercussions for our Jobs? In fact, we're more likely to 
get nailed than you are. " 

The three facilitators look at each other. They can see that the greatest discom- 
fort Is surfacing among the White participants. It Is clear that some work Is 
required with the White participants, while they remain In the large group. 

The Black facilitator, who had heard this conversation all too often, signals, 
simultaneously, her support and her Intent to observe. The South Asian facilitator 
works Inside the organization and both his racial and organizational Identities 
make a lead role In this situation problematic for him. 

AJudgement has to be made, based on trust. Aformal time-out Is not possible, 
so In a few glances the situation Is settled. The White facilitator moves her chair to 
a dlff rent spot. Indicating her willingness to structure the ensuing discussion. 

The group spends two hours looking at what Is going on. Individual Whites In 
the group examine what they would want to say If they were to make a presenta- 
tion to the Board. They look at what made them afraid to do this, and under what 
conditions they might overcome such a fear. They examine the Impact of their 
behaviour on their colleagues of colour and talk about the requirements for build- 
ing real trust between Whites and people of colour In fighting racism. 

Through all of this the people of colour In the room maintain a watchful dis- 
tance, occasionally posing questions of clarification and supportive challenge to 
the White people. 

Following the program, many participants. Including the facilitators, send 
letters and attend the meetings where hiring Is discussed. 
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So what^s going on? In this story there sj^e three identities: social (in this case racial); organizational 

insider/outsider; and educational (in this case, transformational educator). 

Social Identity 

Whether the social issue is class, gender. North-South relations, disability, or 
race, your own location in the oppressed or oppressor group matters. (See the 
discussion o^ the power flower in chapter one.) 

In this case the White facilitator could have confirmed the distrust of White 
participants that was building in the room by avoiding the issue or moving on to 
another item. At such times, even the closest of frienas and allies can suddenly 
feel themselves as **part of the problem*' or "part of the oppressed group** - on 
opposite sides of the room 

At the same time, it would have been entirely inappropriate for the White 
facilitator to have spoken for or on behalf of the people of colour in the room. It 
would have been equally inappropriate for her to have focused the discussion on 
the behaviour of the Black women in the room, when they had taken all the risks 
in the discussion so far. 

But the White facilitator could play a useful role in encouraging Whites to 
name what was going on and to probe the reasons and impact of their behaviour. 
As a White person she knew this experience firsthanu. ^s a White person her 
racial identity did not distract the White participants from their own task of exa- 
mining the impact of racism on themselves. She could use her racial ,-*entity to 
move the process forward. 

There are Just as many occasions when it is the facilitator who is a woman, a 
person of colour, or a Native person who is best placed to address the particular 
issue, tension, or question arising. Trying to read the signals correctly, to find 
out when it is best to play what role, is an impor tant part of our work as educa- 
tors. And this work is essential in building rebcions with the colleagues we are 
working with. 

Organizational insider/ outsider 

Being Inside or outside the organization also matters. Within organizations 
there are particular risks and benefits in challenging the way things are. Inside 
facilitators, as employees or members of organizations, share those costs. They 
can talk from or allude to their experience. 

Outside facilitators are not subject to the same constraints and ^nust there- 
fore avoid glib analyses of the consequences of action. They will not bear the 
^ enaltles. Their clarity about this is essential if participants who do work inside 
the organization are to trust their leadership in analysing and developing appro- 
priate action. 

Both insiders and outsiders need each other. But they must be respectful of 
the constraints on - as well as the possibilities for - the other's actions. 
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Educational identity - transformational 

Social change educators have a stake In the outcome of conflicts. They are not 
"neutral" facilitators. For social change educators, participants are often also 
colleagues and allies. There are times to take an appropriate distance. If the edu- 
cator Is an organizational outsider, the risks are greater for the organizational 
members planning the action than for the facilitator. As participants weigh both 
their fears and the cons-^quences of particular actions or Inaction, the social 
change educator's ;ole is to help them clarify what those risks are likely to be and 
to help them make decisions based on their own sense of the consequences. The 
role Is not to preach about what people should do. 
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Tips on making the 4 Clarify and name whether you are a target of the oppression or a member 
most of who we are of the dominant group. This has impUuations for your sources of knowing 

about this form of oppression, and for the sources of your credibility in challeng- 
ing it. 

This does not mean that as a member of the dominant group {for example, 
mon) you cannot choose to fight that form of oppression. At different moments, 
and in different groups, you may gain credibility for being connected with either 
the dominant or oppressed group, 

^ Clarify your interests. In the case of racism, people of colour and White 
people are hurt by racism differently. 

People of colour arc its targets. All too often they are additionally burdened 
with the responsibility of educaUngWliites about it. They may resent doing so. 
and they may be resented for doing so. 

Whites are diminished by their inability to locate the ways in which racism 
hurts them, and by the distrust provoked by their reluctance to take the conse- 
quences for challenging racism. 

As an organizational insider/outsider, and as a transformational educator, 
you also have particular interests. These need to be clear to you as well as to par- 
ticipants. 

4 Name your fears. If you. as a facilitator, are a member ofthe target group, you 
may already fear the sustained and continuing expressions ol the oppression 
you face. 

In addition, the labelling, marginalizing, and dismissing of your efforts to 
bring about change may fu rther frustrate you and have an impact on your work. 
However, clarity about these considerations in your work can inform and assist 
others seeking to work with you. 

For example, as a woman inside a male-dominated union, you may want to 
engage an outside male educator to work with male staff on the issue of sexual 
harassment. This educator needs to know how to avoid makingconditions worse 
for you vvhile at the same time challenging the men to look critically at harass- 
ment. 

^ Seek appropriate roles for yourself. Depending on your identity as domi- 
nant group or non-dominant group member, or as organizational insider or out- 
sider, it may be apj^ropriate to either support the discussion from the sidelines or 
play a front-line role. 

EviMi when two educators with different identities work together, they can 
adopt tactics lor who does thcprocessingandwho injects new content. Avoid, for 
(^xamj)lc. always having the non-dominant group member provide the content 
and theory about that form of oppression while the dominant group member 
provides the processing. 
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4 Model equity in your working relationships. This means constantly moni- 
toringyour participation in a program to see If it is reinforcing or challenging ine- 
quities. 

In your working relationships you can make sure } our education team is 
composed of dominant and non-dominant identities, regardless of the subject 
under discussion. (Often people with non-dominant identities are sought only 
for their expertise on the form of oppression they experience.) 

Watch that the roles you play in your educational work do not reinforce ste- 
reotypes. As an educator on your feet, you will also have to deal with how a group 
treats both you and one or more other fai Mitators, and how you can challenge 
dominant perceptions and practice. 

In addition, check which authors are reflected in your readings; who 
appears, who speaks in your audio-visuals; who has the opportunity to attend 
workshops; how publicity and registration processes can promote equity. 

> Don*t freeze yourself into a role. There are no axioms for selecting when it Is 
appropriate to play a particular role, based on one*s particular identities. For 
example, it may be useful for a White person to do anti-racist work for a while, 
with other Whites in a White-dominated organization. There may come a time 
when a more appropriate role is to coach or make way for people of colour who are 
already skilled in the work, and then move on. 

^ Make sure your own learning has varied sources. There are decided limits 
to what you can know about poverty if you are a middle-class person, or about 
gender inequities if you are male. Identify the limits and strengths of your posi- 
tion. 

Work with colleagues who can challenge you to extend your range, expand 
what you see, and use your strengths. 

^ Watch for co-optation by participants. Some participants who share your 
social identity may express ( crtain expectations abou t you "being on their side", 
or of you "understanding where they are coming from". Use this as an entry point 
for helpful challenge rather than for unthinking alignment. 
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ESTABLISHING A parent-teacher association organizes an evening workshop on the role of the 
CREDIBILITY / media In shaping children *s perceptions of gender roles. They hope to emerge with 
SHARING THE some actions they can take. A steering committee Is charged with finding a 
EXPERT ROLE resource person to run the evening. One of the members suggests an educator he 

knows who has done some work on this and who would run a participatory 
A story session. 

The educator meets with the steering committee to clarify their objectives and 
to find out about the participants and their needs. She then writes up a brief 
description of the objectives and the process for the workshop and sends the out- 
line back to the committee for further discussion. They approve her outline by tele- 
phone and she suggests a way of publicizing the workshop and doing the Intro- 
ductions. 

On the evening of the workshop a steering committee member who had not 
attended the planning meeting Introduces her. He refers to her, brlejly, as an edu- 
cator who has done a great deal of work on equity Issues and then turns the work- 
shop over to the "guest resource person*'. 

A parent raises his hand and says he hadn't come to talk about racism, he'd 
come to "hear about how the media worked". 

The educator, a Southeast Asian* suggests that someone else from the steer- 
ing committee say something about her meeting with them and the planning pro- 
cess. Following a few addWonal comments by steering committee members, the 
educator asks If she cancontlnue. After getting support to do so, she quickly nego- 
tiates objectives and clarifies the process she Intends to use. People agree. 

Bu way of Introducing the subject the educator asks participants to group 
themselvesjirst bij the media they spend most time with and second by the media 
their children spend most time with. A lively discussion follows, touching on the 
discrepancies between parents andchlldren In both the form and content of media 
they watch and read. 

After a while the same man Interrupts again and says he had come to hear 
someone who knew something about the media speak about It. He hadnotcome to 
play games. The educator calmly Indicates that she Is addressing the objectives 
agreed to by the steering committee and approved by the group. She asks If other 
participants feel the same way as the man. One woman states firmly that she 
doesn't. She says she had half expected a presentation but was finding the dis- 
cussion stimulating, and she wanted more. Others agree. 

The educator points to copies of two articles on the media she had brought and 
gives the man a cnpy of each of them. "Nobody wants to waste their time," she 
says to him. "If youf eel you'll be wasting yours, I wo I't be offended If you want to 
call It a night and take the articles with you. However, In my experience you can get 
factual Information from a variety of sources. It Is analysing what that Information 
means for what we do that is difficult. We can use our time together to help each 
other with that." 
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So what^S going on? There is a tension between the need to establish credibility and the need to chal- 
lenge the notion of the expert. Yet to work effectively and democratically the edu- 
cator for social change must do both. 

Let's consider four of th major Issues arising from this situation: social 
identity and the Image of the expert; the role of the Insider In establishing the 
credibility of the outsider; reconciling the agenda with participant expectations; 
and the notion that learning Is listening to someone who knows. 

The image of the expert 

In this case the educator had anticipated difficulty In establishing credibility. 
These difficulties might have arisen from four primary sources. 

First, she was Southeast Asian. In this group, her credentials to speak about 
the Southeast Asian community, or about racism, might readily have been 
accepted. The participant's comment that he had not come for a session on rac- 
ism relates not only to the committee member's unfortunate Introduction but 
also stems from a pervasive perception that a person of colour only has expertise 
on racism. But the educator's task was to engage participants In an examination 
of the media. Broadcast and print media verwhelnilngly use white males as 
spokespersons on most economic, social, and political Issues. These Images are 
powerful In shaplngour perceptions of who Is qualified to speak or lead an exam- 
ination of the media. 

Second, she was a woman. It Is not clear If gender dynamics were also at work 
in the male participant's resistance to her credentials. But this Is not uncom- 
mon. 

Third, she was not a Journalist or academic; she was an educator with a 
knowledge of process and of the Impact of media In shaping perception. Her 
skills and knowledge were not readily Identifiable through a list of degrees and 
media postings: the trappings most people accept as Indicators of a media 
expert. 

Fourth, the democratic process she was using was unfamiliar to people 
schooled In sitting, listening* and writing down Information transmitted by 
"people who know". Many people view with suspicion educators who resist "tel- 
ling people what they know" and begin with a belief In participant experience and 
knowledge. (See chapter two, In particular, for our examination of this kind of 
process.) 

In anticipating these difficulties of establlshlngcredlblUty, this educator had 
written and reviewed with the committee an appropriate Introduction to herself 
that emphasized what she was bringing to the workshop. She had also fortified 
herself with some written handouts to reassure those who require print to make 
certain they are learning. 

Finally, m conjunction with the steering committee she had paid particular 
attention to the development of a design and hoped that the committee, with this 
additional experience of work with her, would be able to communicate her com- 
petence to the rest of the group. This form of democratic planning Is necessary 
not just to establish credibility but also to ensure that the workshop meets the 
needs of those requesting It. 
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It Is also Important to remember that members of any group will have differ- 
ent criteria for what makes a person credible. One facilitator may not be able to 
meet all of these criteria equally well. 

Insider / outsider 

There are different tensions for the insider and for the outsider in establishing 
credibility while working democratically. In this case, the educator was an out- 
sider, recommended by one of the steering committee members because of her 
skills along with her perspective and experience. 

She used the planning process to make the rest of the committee familiar 
with her skills and then relied on the committee to establish her credentials with 
the participants. It is important that insiders who solicit outsiders to assist in 
their learning take responsibility for welcoming and confirming the abilities of 
the outsider to do so; and share the responsibility and the heat (when necessary) 
for the process. 

Participant Expectations 

Without belabouring the obvious, if participants attend a workshop thinking It 
will be one thing, and the facilitator offers something radically different, there 
will be trouble. 

In this case the educp r had tried to reconcile participants' expectations 
with the design develops *th the steering committee. She did this through the 
wording of the advance publicity, through a negotiation of objectives at the 
beginning, and through referring to the objectives when there was resistance. 

This approach accomplishes two important things: it establishes joint 
responsibility for the design of the workshop; and it provides a framework for 
common agreement. Any objections can be referred back to this agreement. 
Even so there is always the possibility that the original objectives will have to be 
revised and the direction shifted. 
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Experiences of top-down education 

All of us have been schooled In undemocratic learning processes. Teachers 
teach; students learn. Teachers talk; students listen. Teachers know; students 
don't. 

These experiences Inform the expectations many people bring to our work- 
shops about who will do what, and how things will happen Many people are 
comforted by having an "expert" at the front of the room. They can afford to be 
passive; they have someone to argue with, but not necessarily to engage with; 
they can scrutinize the expert and avoid their own location in the Issue; and they 
can be assured that whatever happens they "are learning something" because 
someone Is talking at them. And some experts can make wonderful, engaging 
presentations that do connect with people's experiences and deepen their 
understanding. This Is not an argument against expertise. This Is a challenge to 
use expertise democratically, so that the expertise of participants is also 
affirmed and called upon. 

Social change education encourages people to Identify, value, and contrib- 
ute what they know so they can solve problems together. The social change edu- 
cator must design different processes that actively invite such Joint learningand 
problem-solving. 

But to do so requires an acknowledgement that this is not familiar terrain to 
most people. We find that stating objectives, providing clear structures, and 
making print resources available are strategies that establish credibility but 
don't, in themselves, confirm the educator as expert. 

At the same time, educators do bring particular skills and knowledge to 
events - otherwise they wouldn't be doing the work. They have to find the appro- 
priate moments to add content that is new to the participants and to challenge 
strongly held views that are sexist, racist, or class-biased. Social change educa- 
tion is not an invitation for the educator to be self-effacing. It is a challenge to 
provide expertise strategically and respectfully. , * 

Tips on establishing 
credibility / sharing 
the expert role 



■f Negotiate objectives with participants. P^acilitators should tell partici- 
pants about the objectives that inform the design. Allow for enough time at the 
beginning of a session to hear what individual participants want to learn. Talk 
about how these wants can be met, what shifts can be made to accommodate 
particular concerns, and what participant goals are not possible in the 
workshop. 

This process establishes that the educator has given previous thought to the 
workshop and signals a readines.s to accommodate the particular, unantici- 
pated needs of participants. It also indicates the limits of what the process can 
provide. 
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> Acknowledge participants who helped with planning /design. Crediting 
the time and insights of participants who helped with planning Is a clear state- 
ment to otli^r participants that the facilitator thought about their particular 
needs and drew upon expertise from their own ranks. It can also acknowledge 
that some of the members, in fact, were responsible for drawing up the objectives 
of the event. 

> Speak to familiar aspects of the organizational culture. Try to use termi- 
nology familiar to participants. For example, with trade unionists, you'd say 
"course leader" rather than "facilitator". When you use illustrative examples 
from other contexts, frame them in the organizational language that partici- 
pants will feel comfortable with. When you are not sure about the language or 
norms of the group, ask them for help. Draw on what they know best: their own 
workplace. 

4 Take time with introductions. Get participants to introduce themselves, 
along with the particular interest that brings them to the workshop. If you record 
these comments on flip-chart pape:\ participants will see that you've heard them 
and that you respect their knowled/^e and their hopes for the workshop. If people 
resist, saying that they know each other already, throw in some surprising or 
obscure questions (place of birth, number of brothers or sisters) to make sure 
that they learn something new about each other. (And remember the various 
activities for getting started outlined in chapter three.) 

> Link the print materials you have brought to the discussion. Ironically, 
many people who are reassured by the provision of print material do not read it. 
But they often do read materials after a stimulating, challenging workshop. The 
use of print material reinforces a facilitator's knowledge of the subject. People 
are more likely to read it. though, if facilitators link each piece of material to 
something discussed during the workshop. 

> Type up and give back participant notes, when possible. If you have 
recorded participant comments, insights, and questions throughout the work- 
shop, try to return this information to the participants. (The recording U best 
done on flip-chart paper or blackboard so participants can see what they are pro- 
ducing.) 

Returning participants' knowledge to them accomplishes three things: it 
documents the workshop and what it produced and makes this Information 
available for future use by facilitators and participants; it confirms and values 
for participants what they know and have produced; and it provides an occasion 
to have further contact with participants following a workshop. (See chapter two 
for more detailed suggestions about the process of documenting the event.) 
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GIVING AND Some twenty women who work In shelters for abused women are participating In 
GETTING a Jive-day, Jacllltator'-tralnlng program. On the fourth day, working In small 
FEEDBACK teams, they design their own workshops and are about to beg In practising faclllta" 
tlon. The purpose oj the exercise Is notonly to strengthenjacllltatlon sklUsbatalso, 
A Story following each team's presentation, to practise giving each other supportive, crltl- 
caljeedback. 

In preparation for the activity the facilitator helps participants develop rules 
for feedback. She asks them. **What behaviours help you to hear people's criti- 
cisms as useful and not attacking?'* 

The participants generate a list of guidelines they *ll use to critique each other's 
work. Among other things, they agree that each woman should Indicate one thing 
she likes and one thing she thinks can be Improved; that they should all speakfor 
themselves and not universalize their comments; and that comments be specific, 
not general. 

During the feedback after each team's presentation, two women continually 
Interrupt and violate their own guidelines. They launch Immediately Into criti- 
cisms of what was wrong with the team's presentation, without mentioning any- 
t>Ang positive. They make comments such as, "iVobody could understand your 
instructions, " Implying that the others agree with what they are saying. Thefaclll" 
tator continues to stop the process and question their behaviour In light of the 
guidelines. 

Later, In the evaluation of the session, the two women reflect critically their 
own Inability to follow feedback guidelines. They name this as a slgnlficatu prob- 
lem In their own political organizations. The result, they conclude. Is that people 
stop listening to each other and Instead spend energy defending and attacking. 
Crltlcalfeedback becomes a way of hurting others and not building the work. 

So what's going on? Most people think of criticism as negative, and three Important social factors 

encourage this notion. 

The first Is that In many capitalist societies people are trained to view criti- 
cism as having meaning only at a personal level - and not at a collective level. 
Critical comments, then, become one person's response to another persons 
skills, knowledge, and understanding. People don't see thef ' comments as an 
opportunity for everyone to learn something both for themselves and for their 
Joint efforts. 

On the other hand, if peop)le adopt a spirit of shared responsibility for learn- 
ing and action, this step would not only promote more shared ownership of a 
problem but also help establish a way of developing useful approaches to 
addressing the problem. 

Second, there's a standard response to this personalization of criticism, 
which is not to give it at all for fear of hurting the person's feelings. It's not 
uncommon for people to say publicly what they like and privately, to someone 
else, what they dislike. This produces dishonesty and distrust in groups, and 

129 

^ EDUCATING FOR A CH/iNGb l 3 J 



4 

WORKIh G ON OUR FEET 
Facilitation 



prevents potentially helpful insights from informing the collective analysis and 
action of the group. 

Third, in organizations that view themselves as oppositional and action-ori- 
ented, a culture of criticism often develops that ignores personal feelings. 
Instead, the strategy and the work are deemed important. Despite persistent evi- 
dence to the contrary, personal feelings are viewed as a liberal luxury. This 
results in the suppression of hurt, anxiety, and anger and helps to produce ways 
of talking that are. In fact, competitive, aggressive, and non-collaborative. 

These processes also suppress more kindly emotions, such as approval or 
affirmation. A tendency builds up to reduce all differences to political tensions, 
even in situations where differences in social identity and organizational role 
maybe significant. 

A central task of social change education is to develop skills in constructive, 
critical dialogue. These skills Include abilities to; 

O raise questions for clarification 

O probe for the reasons for a statement or action 

O identify and name one's own personal responses to someone's actions or 

work, whether in accord with or in challenge to that work 
o suggest alternative approaches. 

The development of these skills must be planned and deliberate. If. for instance, 
you build in ongoing evaluation throughout the event you will be providing early 
opportunities for participants to give critical feedback, which can be used to 
make changes immediately. This strategy Influe. i-es the quality of the critical 
analysis: helps to break down the barriers between educators and participants: 
encourages collective ownership of the process; and makes participants more 
ready to take risks, knowing they can survive the critical feedback ~ that they 
can. in fact, be stimulated by it. 

Building on curious and open responses to criticism will encourage partici- 
pants to be more constructively frank with each other. This in turn builds a spirit 
of inquiry and trust. Participants will understand that criticism Is designed to 
strengthen people and their work, and not to belittle or demean them. 

Tips on giving and A strategy we've used in many skillshops with educators is to develop guidelines 
getting feedback foi ' ?edback. The following tips draw on participants* own lists from such ses- 

sio s and can be used by facilitators and participants alike. 

4 Talk in the first person. Statements such as "I felt . . ." or "When I heard you 
say . . ." communicate personal responsibility for responses. They do not claim, 
nor should they, to speak for others, 

4 Be specific. Statements such as "When you said this. I ..." or "Your idea 
about . . ." focus on the particular action or statement. These statements bring 
the discussion close to home, make it easier to examine and tackle. Avoid com- 
ments such as "You keep . . ." or "You always. . /', 
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4 Challenge the idea or action, not the person. It doesn't help to draw atten- 
tion to the pitch of someone's voice or a stutter. Stick to actions or behaviours 
that a person can modify (if they agree this would be useful). 

> Combine recognition of what worked with a challenge to improve. Few 

people are so thick-skinned that they do not need acknowledgement of their 
achievements. Providing this recognition helps to situate suggestions and chal- 
lenges m a context of effort and accomplishment. It helps a person hear the spirit 
of a positive criticism. 

Again, be as specific as possible. For example, if a person sounds preachy in 
a part of the presentation but engages people in a lively way in another part, refer 
to the positive side as a specific model of tone, strategy, and style. 

Explore what makes something work. Although successes are not accidents, 
they aren't as noticeable as problems. Uncovering the thoughts and skills 
behind a success can be instructive. 

Ask questions to clarify or probe reasons. Questions such as "Wliat didyou 
take into account when you decided . . .?" or "What did you mean when you said 
...?" credits the person with selection and Judgement, The questions also help 
avoid criticisms and suggestions that miss the mark and are irrelevant to what 
the person is trying to do. 

■f Identify the bridges. Wlien you are giving critical feedback to a participant, 
remind her or him of what you have in common. Comments such as "I know that 
when we do X we tend to . . ." remind the person that you're on the same side. 
Sometimes a part of this same bridge may be to acknowledge differences. For 
example. "As a man. my experience is a bit different, but. . .". 

4- Acknowledge how you connect to a problem. Because people can learn as 
much from what goes badly as from whatgoes well, ithelpsto show howyou have 
also experienced a thorny problem. Statements such as "I've had this problem, 
myself, too" or "This is helpful for me/us to think about because . . ." emphasize 
that this is not Just an academic exercise for you as facilitator. 

-f Wherever possible, make suggestions for alternative approaches. Ques- 
tions such as "Have you considered . . .?" or "What would happen if we tried . . .?" 
open a range of possible different responses. The use of "we" suggests that the 
issue and its solution is of interest to the whole group. Encourage others to add 
to the generation of different options. This will make it clear that there is not Just 
one other (and therefore better) way to do It. 

•f Don't assume that a difference is political. Check to see wl lether a conflict 
is based on different expedience, different social identity, or a different role in the 
organization, The response may clarify the extent to which debate can change a 
person's view and ascertain how important a view is to that person's self-image. 
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CHALLENGING A union educator Is teaching a group of shop stewards how to teach other shop 
AND stewards. As they examine the grievance procedure, one partlclpan! asks If the 
ENCOURAGING educator knows how many steps there are In the procedure. The educator say he 
RESISTANCE doesn*t know about this particular collective agreement and he ar>ks If anyone 

else In the group knows. The participant a little Irritated, asks the educator what 
A story he's doing teaching the course If he doesn't know something so basUc. 

The other shop stewards shift about anxiously and look expectantly at the 
educator. **WhatIknow/'he says, **is how to teach. I don't know about your collec- 
tive agreement If you know enough about teaching to teach this course tomorrow, 
then ril go out and watch some movies and you can take over*\ He suggests they 
take a break and then come back and talk about It some more, If they need to. 

After the break the participant comes over to the educator and says, Tm ready 
to deal on the basis that when we're talking about grievances, we talk. When 
we're talking teaching approaches, you talk. " 

"It won 't workjust like that " the educator says. " but IVs a good start We need 
each other to do the Job. We can use each other's knowledge. " 

At the end of the day the yeslster" approaches the educator again. He says, 
*'IVs good you stopped me when you did. It's not nice to say, but I would have 
pushed you out of the room. " 

So what's going on? In this case the reslster Is operating from a set of beliefs about teaching and 

learning. Teachers should know a proscribed body of knowledge, and If they 
don't know, they shouldn't teach. 

What's hidden, perhaps even from the holder of this perspective, are the 
answers to questions such as: **Who decided what was important to know? Why 
doesnH participant knowledge carry the same weight as teacher knowledge? 
How do such notions of knowledge reinforce dependency in participants and 
power in facilitators? 

In liberal adult education literature, reslsters are people to be managed, 
suppressed, and b Mght on side. But a central purpose of social change educa- 
tion is to build resisf^rs. (That said, we may often wish that they would develop 
and act out their resistance in someone else's program.) Facilitators have a dual 
task: to defend a program against sabotage; and to use resistance as a source of 
energy and potential insight in a group. 

Resistance as sabotage 

In this case the facilitator acknowledged the reslster's question and sought an 
answer from participants. The reslster's belief framework then moved him from 
an Interest in the answer to a challenge to the facilitator's credibility. 

The facilitator stood his ground on what he knew and what he didn't know 
and challenged the reslster to consider this situation. He defended the program 
against sabotage. At the same time he encouraged the register to reflect on the 
premises of his statement. 
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Resistanc e as creative moment 

A further step is to use the incident, consciously, with the group. The facilitator 
could stop the session or perhaps, at a later point, ask participants if they ever 
have times in their education work when they don't know something. What do 
they do? What's the cost of pretending to know? 

He could also ask; How do they use what participants know? V/hat Is the 
Impact of drawing on the knowledge of participants? What is the impact if the 
facilitator always knows or appears to know? What behaviour on the part of the 
facilitator helps participants to value what they, themselves, know? 

Resistance as information 

Facilitators have a responsibility to look at resistance as a source of important 
information, of content for group learning. 

Using resistance creatively for information depends on our assessment of 
where it's coming from. We have found five factors that it's useful to consider as a 
framework for thinkir.g about this question. While they are posed here as dis- 
crete considerations, they often overlap. 
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4 First, resistance can stem from a person's social identity and relation to 
power. 

For example, a man's resistance In a discussion of gender inequity may stem 
from feelings of guilt or anxiety (among other things). A woman's resistance in 
the same discussion may result from a desire to be accepted, a fear of being pin- 
pointed, or a fear of losing small gains. For men and women the stakes In gender 
equity are different. The behaviour resulting from such feelings requires bal- 
anced attention to prevent the program from being capsized. At the same time 
the resistance can be used to clarify different stakes and different relations to 
power. 

4 Second, resistance can result from discomfort with the content and per- 
spective. Participants may find the Ideas too alien and the Implications for their 
own lives too threatening. Conversely, people may be critical because the per- 
spective is not challenging enough. 

In either case the resistance gives facilitators information about participant 
responses to their assumptions or tone, or about participant readiness to engage 
with the issues. Facilitators can see resistance as a strong form of feedback that 
may signal a problem being experienced by more than one person. 

> Third, resistance can be about the process. A democratic process that val- 
ues the contributions of all participants takes more time than the delivery of a 
lecture. 

Most people with little experience of the power of such a process frequently 
become Impatient and frustrated. In the union case here the participant was 
resisting the facilitator*s democratic use of the group's knowledge. 

> Fourth, resistance can arise from participants' fear about losing their 
jobs, and a distrust of organizational practices. For example. In discussions 
about employment equity many White male employees are afraid that their Jobs 
are on the line - fears that are fuelled by the arbitrary, past practices of 
management. 

> Fifth, ''resistance" can arise from critical thinking. At> bucial change edu- 
cators, we need to guard against hearing criticism as sabotage. Democratic 
practice requires not only the ability to hear and disagree but also constant 
attention to what we might have overlooked. 
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-f Smoke out the real agenda. Pose questions that require reslsters to clarify 
what they mean and what they want. 

Often, what people don't say or what they signal non-verbally Is what they 
mean. Make sure you're not spending time on diversions to the real point. When 
possible, reier back to a participant's earlier comments and actions so you can 
comment on consistencies or discrepancies. 

> Give people the benefit of the doubt, initially. Social change education 
demand'^ a belief that people can and want to do the right thing. This does not 
mean succumbing to naivety. But It does mean taking time to nesh out the expe- 
riences and sources of Information that have Informed an opinion. 

> Confront the issues. Summarize what you hear the person sayln^. Encour- 
age other participants to get Involved. If no one feels able, don't back off. Use the 
facts and resources you have available. Pose questions that probe the reslster's 
position. Know where you stand on the Issue and explain what you are doing and 
why you are doing It. 

4- Don't belittle the resister. Even If the person Is beha^/ing In a destructive 
manner, stick with her or his statements and behaviour. If you counterattack, 
participants may close ranks against you even If they tend to agree with you. 
Besides, you would be violating your own principles. 

-f Ask other participants for their responses. If one person has had ample 
time to vent opinions or feelings, and you think those views are not shared by the 
group, ask if others share them. This deflects things from becoming a two-way 
conversation between facilitator and resister. It also encourages the group to 
take responsibility for the time they spend. (This can be a tricky situation, espe- 
cially if resistance occu rs while you are Just getting to know participants, or if the 
situation is particularly volatile.) 

4 Be prepared to shift and adapt if this is required. Most resistance is not 
sabotage. If several people have concerns about mo'/ing on before a particular 
issue is explored more fully, propose a shift of plans to the group, so you can 
accommodate the anxieties or concerns you are hearing. Encouraging thought- 
ful resistance means that it be taken seriously and that it informs the process. 

4- Use Resistance for new insights. If you can, relate the resistance (as a kind 
of case study) to a larger issue the group is examining. Encourage people to 
derive new insights from what was said, and how it was said. 

-f Know when to move on. At some point you may have to agree to disagree. It 
helps, though, to restate the different positions, summarizing where there is 
agreement and disagreement. Then you have to agree on a process for moving 
on. First you may have to take a break. 

If a person is obstinate and argumentative, you may have to exercise author- 
ity to move on. Be sure you have the support of at least three-quarters of the 
group before doing so. and then you can exercise that authority In the name of 
the group. 
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WORKING WITH Two facilitators, one Black, one White, are running an antl-raclstjacllltator'traln' 
DISCOMFORT Ing program with twenty stajfln a social service agency. Half the participants are 

Black and halJWhlte. 

A Story By the time the group Is part-way t^frough the program, many questions and 
feelings have arisen, and they all require discussion. The facilitators decide to use 
onesesslonto talk In two **race-speclfw" groups, onefor Black participants, one for 
White, with facilitators working In th3lr own racial group. 

The group of Black particpants has a lengthy discussion about the experience 
of being Black InCanadaand the Impact of racism on lives and work. Most of them 
agree that Black people have no choice but to be antl-raclst because as profession- 
als, as parents, as Individuals, their whole lives are conditioned by racism. 

One participant disagrees. She says she has never experienced racism In 
Canada. The others express disbelief but the dissenting participant persists. She 
says that Black people cause many of their own problems, and that they Just have 
to demonstrate more confidence and they*U be fine. She sees racism as an occa- 
sional problem caused by Ignorant behaviour. 

The facilitator asks about where and how she has developed her confidence, 
and there's a discussion about class background and privilege and about the 
Impact these factors have on responses to racism In Canada. Many In the group 
are not comfortable with the discussion and several of them keep returning to 
stories In which White people behave In deplorable ways. Some group members 
also disagree about what parts of the discussion can usefully be reported back to 
the large group that Includes White participants. 

Finally the facilitator leans forward and asks, "Youve all been talking about 
White people as though they're the only ones with any Influence. What about us? 
What do we Influence?" 

There Is silence. The facilitator waits. Then one participant says, "Ws some- 
times easier to talk about Whites than It Is to talk about the things that divide us. 
The greater evil Is White racism. It also Influences the divisions between us." 

Thefacllltator answers by saying, 'ZeVs acknowledge that there are as many 
differences between us as there are between Whites. And we've been exploring 
some of these areas of disagreement. " Participants nod. 

Thefacllltator continues. ''But there are three areas of real discomfort that It 
seems necessary to discuss If we are to be able to act together. One Is the experi- 
ence of privilege In our own backgrounds that makes us hesitate to take the risks 
we know are needed. A second Is to concentra te on what we can Influence, regard- 
less of wliul While people do. The third Is the degree of candour with which we 
share this discussion with the White participants. Do you see this as useful dis- 
cussion? If so, should I record our comments?" Again, the participants nod. 

In the time remaining the group tackles the questions of what they could Influ 
ence and what conditions would help them take the risks InvolDed. 
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So what*S going on? Discomfort is, for better or worse, an integral part of social change education. It 

occurs when questions of social identity, oppression, and action have an impact 
on a personal level. That is, it happens when discussion is no longer focused out 
there on "those people" but In here on us and me , and on what we are and are not 
doing about it. 

We want to consider three factors that influence how facilitators work with 
discomfort: the facilitator s own stakes; the dynamics of the group: the costs of 
not working with the discomfort. 

The facilitator's stakes 

In this case the facilitator was able to relate, as a Black person, to the issuer 
causing discomfort. She knew what they were about. She could use the pronoun 
"we". The group trusted her as a Black person and as a skilled facilitator. She 
used both these identities in her work with the group. 

But this identification is not without its problems. As a Black activist she 
might disagree with the position of the dissenting participant who said she had 
no experience with racism. In this case the facilitator used her experience as a 
Black person only to inform her questions about confidence and privilege. At the 
same time, she had to play her role as facilitator and avoid taking sides. And she 
had to encourage supportive challenge to this participant from the other parti- 
cipants. 

She also used her experience both as a Black activist and a skilled facilitator 
to name the discomfort evident in the group. But again , she had to stick to a facil- 
itator role in drawing out the discussion and to make sure she didn't become 
enmeshed in her own Black activist role. 

In this case she did share the relevant social identities, of race and class. She 
was an insider, not to the organization, but to the subject and general experience 
of it. And she was an educator/activist. The facilitator's stakes vary from situa- 
tion to situation, but they are usually shaped by these three factors. 

It is also true that our positions and discomforts change over time. To work 
effectively with discomfort, it is essential that we bring along our own clarity on 
our current stances and areas of unease, as well as on our appropriate roles. 

Dynamics of the group 

This case suggests four factors that wc need to consider in assessing whether 
group dynamics provide positive conditions for probing discomfort. 

F'irst, most members of the group actively wanted to gain more knowledge 
and work towards informed action. There was general agreement, with one 
exception, on the role of racism in shaping people's lives and work. This agree- 
ment and commitment to act are an important precondition for securing permis- 
sion to probe discomfort. If the group had been divided more evenly on this, or if it 
had been in general agreement with the dissenter, the issues would have been 
different. This facilitator was able to use discomfort as a catalyst to discuss the 
less comfortable aspects of class identification. In this way, discomfort became a 
resource. 
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A second factor was that group members had worked together with their 
white colleagues before this session. They had begun to develop a sense of them- 
selves as a group, and they had enough trust to disclose more and examine those 
disclosures together. 

Thirds the group trusted the facilitator. They had observed and worked with 
her during the first part of the program and knew her principled, skilled lead- 
ership. 

Finally, the group had the time to examine the discomfort and work with It. 
both during this session, and in sessions to come. Learning often happens as 
discomfort gets slowly digested, and people have different ways of working this 
through. 

Costs of not working with discomfort 

When they assess whether to name and work with discomfort at a given moment, 
facilitators must think about the costs of not doing so. In this case the discomfort 
was a running current In the discussion and had been avoided and unnamed. 

If the facilitator had not challenged the discomfort, chances ?Te the group 
would have continued to avoid these questions, which touched tliem so person- 
ally. But the unease would have surfaced sporadically In other way«. If this kind 
of unease Is not named, the sporadic emissions become almost Impossible to 
address. 
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In most groups there is both a fear that the discomfort will be named, and a 
great unease when it is not. People sometimes avoid the problem, because they 
can't quite pinpoint what's going on; or they avoid it because they don't trust the 
grovp and fear disclosure and attack. Whatever the reason, avoidance is not a 
healthy basis for social change education and action. 

The primary agenda, in this particular case, cannot be met without address- 
ing the secondary agenda, which is usually something like. "Where am I in this, 
and what's really stopping me from getting anywhere?" 

Finally, activists who must take an oppositional stance and/or are part of 
oppressed groups have a common tendency to concentrate on publicly radical 
positions and avoid the mess in their own yard. This tendency can have direct 
implications for the way they treat each other, the honesty they bring to helping 
others learn and act. and the climate of trust in organizations doing social 
change work. 

To help work through this problem, certain questions might be posed; What 
conditions need to be created to enable us to work with discomfort? Whose feel- 
ings are being hurt In the suppression of frank discussion? Whose feelings will 
be hurt in frank discussion? And what steps should be taken to address these 
emotions more satisfactorily? 

Social change education has a responsibility to work with discomfort - not 
just to create a productive workshop but to improve the strength, trust, climate, 
and viability of the organizations working for social Justice. 

Tips on working -f Watch for the symptoms. Silence, shuffling, frequent breaks, side conver- 
with discomfort satlons. repeated returns to more comfortable terrain, personal attacks; these 

are all signals of discomfort In a group. Facilitators must also watch for what 
people are avoiding and for when avoiding behaviour occurs, in order to name It 
accurately. 

■f Name what you think it is. In the case here, the facilitator was able to put 
words to what she saw. In some cases. It may be more appropriate to ask people 
about how they felt doing a particular activity, or about how they feel discussing 
a particular Issue. This provides a space for participants to name for themselves 
what Is going on. 

■f Probe what people say they mean. If participants say something vague and 
seem to be Inferring something quite stronger, ask what they mean. "Say some 
more about that." "Do you mean this, or that?" "Are you saying that ...?" "You 
seem to be saying this, but earlier you referred to that. Is It hard for you to talk 
about . . .?" 

These are all ways In which facilitators demonstrate listening behaviour and 
at the same time challenge participants to say what Is really on their minds. 

4 Don't be afraid of silence. Don't fill in all the spaces. Let people sit and listen 
to the question or statement posed. Often It takes people time to find the words or 
the courage to say the words. 
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•f Give support to talk about feelings. No, you are not running a therapy 
group. But social justice work must be fuelled by feelings - anger, hope, love, 
fear, passion - or It becomes a very hollow affair. There Is a place for analysis, a 
place for making statements, a place for action. There must also be a place for 
sharing who we are and how we feel about what we do. Discomfort usually 
resides in these feelings. The tips in this section suggest some ways to bring the 
feelings out Into the open and to validate them. 

Ask permission to pursue discomfort. There Is no point in probing discom- 
fort if the group doesn't want to do so. Name what you think is going on, or get 
participants to do so, then acknowledge that this is a dllTerent way of dealing 
with the agenda than planned and ask If the group finds this process useful. 
(Facilitators have to exercise judgement to assess the appropriate moment for 
intervening in this way.) 

♦ Record what people say. This, of course, is again subject to the group's per- 
mission. But writing comments on flip-chart paper helps the group focus 
visually as well as aurally on the task, helps members build on, refer to, and 
develop each other's insights, and helps them see common ground as well as dis- 
agreement In the group. 

Ensure there will be time to heal. Don't initiate this kind of process In the 
last Ave minutes of a session or at the very end of a program. People need to be 
able to come back together after thinking about the discussion. They can then 
pursue the Issues further or refer to them In their continuing work together. 

Encourage participant contributions. Often participants offer a hand, an 
insight, a question that shifts the frame and signals equal responsibility for the 
process. The educator should be alert to such overtures and encourage them. 

♦ Know when to move on. You can sense when the group has worked with a 
discussion of discomfort as far as it can. People start repeating themselves or 
Introducing other subjects. The tense energy that informs talk of dlscomlort dis- 
sipates, Wlien this happens, summarize the main points and suggest that par- 
ticipants take these things into account as they proceed with the original 
agenda. 
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CONFLICT: A three-day conference on coalition-building brings together two hundred 
HEADING INTO seasoned educators and organlzersjrom a variety of different sectors: aboriginal 
THE WIND peoples, women, anti-poverty and antl-raclst groups, unions, and others. The 
organizers have asked the facilitators to help design a participatory process for 
A story each small group, with a view to emerging with recommendations Jor coalition" 
building. 

One workshop group, with twenty-eight participants speaking both English 
and French, sees substantial differences emerging by lunch ofthefirst day. 

The facilitators had allocated the entire morning to activities that encouraged 
discussion of Identity and experience In activist work. They based this design on 
the assumption that the participants needed to know and trust the others In the 
room before a discussion of coalition strategy could work effectively. 

Shortly before lunch a couple of White men In the group express Impatience. 
This friendly chitchat Is all very well they say. But there's an urgency to respond 
to the reactionary Initiatives of corporations and government. The discussion 
should be focusing on building unity and making a real challenge to the strength- 
ening conservative agenda. **LeVs get on with the real discussion, " one of the two 
men says. 

An aboriginal man vehemently disagrees. 7t's premature and dangerous to 
move to strategy before trust Is built/* he says. "And building trust requires a 
deeper understanding of Native Issues than this discussion has shown sofar. IVs 
time White people started listening to us. " 

These turn out to be the last comments before participants breakf or lunch, and 
the twofaclUtators are left tofigureout what to do next. They quickly come up with 
a post-lunch activity and sketch out a possible revised agenda. 

When participants return, the facilitators restate the two opposing positions, 
which they call "Action Now** and "Time toLlsten**. They ask one spokesperson for 
each to go stand at opposite ends of the room, leaving space at either endfor more 
extreme positions. They ask the rest of the participants to physically place them- 
selves In relation to these two people /positions. 

Three partlcipantsjoln "ActlonNow**, allfrom western Canada: five people Join 
"Time to Llsten*\ most of them from Quebec: three clusters develop somewhere In 
the middle. Thefacllltators ask the participants In thesefive clusters to talkto each 
other about why they are there. Some reshuffling happens as a result. After this a 
spokespers'on from each of the five clusters states her or his group's views to the 
whole group. 

The facilitators propose a revised agenda and Indicate how each cluster's con- 
cerns could be met by a few further amendments. The group accepts this new 
agenda by consensus and the plan works well as aframeworkfor the rest of the 
workshop program. 
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So what*s going on? Conflict will always be a feature of discussions of oppression and social action. In 

thlc. case the tension appeared to be about how to spend the time available to the 
workshop. But these "differences of opinion*' were also Intimately connected to 
two important factors emanating from outside the walls of the workshop: 
unequal experiences of power based on race; and different stra tegies for activist 
work based on different analysis. 

People tend to think and act based on a number of factors: their own experi- 
ences of society; the "logic" of the culture of their organizations and /or commu- 
nities; and their individual inclinations. In this case the people holding different 
positions are all operating from an experience of and commitment to social Jus- 
tice. This is common ground. Participants should always be reminded, in 
moments of conflict, of this common ground. 

Often, when you use the tension of the moment creatively the results can be 
more powerful than you had planned. You can only handle this process if you are 
clear on where you want to go and what you can drop. Paradoxically, you're more 
able to wing It if you're well prepared. 

Power relations, respecting difference, developing ways to work together: 
these are the issues in social change education. In such cases a respectful and 
clear grappling with conflict is an Important aspect of democratic practice. Par- 
ticipants can learn much from how they acknowledge and embrace conflict as 
part of learning. They can also take this learning back to their own political work. 

After considering what had happened, the facflitators in this case felt they 
had stopped the process at the right time. Highlighting the conflict early rather 
than suppressing it was the key factor in the success of the workshop as a whole. 
Suppression would have only produced conflict later when there was no time left 
to address it. 

Conflict can stem from a different language for talking about the same 
things. It can stem from an inabiUty to listen and to hear experiences, frame- 
works, patterns of speech different from your own. So the facflitators' roles can 
include questioning, checking, challenging, and summarizing until the group 
reaches a certain clarity on how positions are similar and different. 




4 

WORKING ON OUR FEET 

Facilitation 



Tips on handling 4 Plan for conflict about one-third of the way along* Conflict will occur: It 
conflict should be a part of the learning that takes place throughout an educational 
event. But participants usually start politely and carefully, which means that 
facilitators have to dig up earlier rather than later what's under the surface. 
Doluff this allows time for a full discussion and further work. In our experience 
this stage often comes In the second day of a four- or five-day course. 

4 Stop the process when conflict seems to be building up consistently. Not 

all conflict Is significant. But when It builds up It will sabotage the process. It's 
better as a facilitator to show conscious leadership cUid Incorporate the conflict 
Into everyone o learning. 

4^ Name opposing positions as clearly as possible. Facilitators should high- 
light the key elements ol the conflict as they hear It, allowing participants to clar- 
ify or elaborate. This allows everyone to proceed In the discussion as cleanly as 
possible. 

4 Explore the whys as well as the whats of people's positions. All partici- 
pants should look critically at the sources of conflict as well as try to understand 
the experiences that have Informed differing positions. Exploring the whys also 
affords a chance to assess how deeply held an opinion Is. and whether there are 
new considerations that can Influence It. Role-play Is a useful tool for this kind of 
probing process. 

4 Where possible, use conflict to illuminate larger social issues. Invite par- 
ticipants to consider the group conflict as an example or case study of a form of 
larger Inequity or domination. For example, In the case here the conflct In the 
group mirrored larger differences and concerns raised by aboriginal peoples at 
the conference Itself. 

4 Encourage participant responsibility for process. Facilitators can lead a 
group In surfacing and guiding a process for addressing the conflict. But this 
process should not result In a limited dialogue between a facilitator and one or 
two participants. Participants know when they are no longer benefiting from 
what Is going on. The facilitator can check with all participants - their energy lev- 
els, the time they want to take up - and get suggestions about approaches for 
moving on. A round robin can be a useful way to gain knowledge of the individual 
learning that comes out of a difficult situation. 

4 Seek agreement on a way to proceed, not on the positions. When opinions 
are firmly held and loudly stated, easy agreement Is unlikely. So facilitators 
should only try to summarize the different positions . Seek agreement on a way to 
proceed that both acknowledges the differences and draws on a common inter- 
est to benefit from the workshop. 
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TIMING: EXIT 
LINES 

A Story 




The final half hour of a workshop with community workers speeds by, Partici" 
pants had been examining approaches to addressing conflict In their organiza- 
tions. Four small groups, each with a different scenario, had prepared dramatiza- 
tions that posed possible strategies. After each drama the large group would then 
suggest and practise a variety of ways to approach the problem. 

It took longer than usual for the groups to prepare their dramas and now, with 
five minutes to go, one group still hasn*t presented Its play. The facilitator asks 
everyone If they can stay for another half hour. Some people nod, butafew sc.y no. 
One woman, clutching her purse, gets up apologetically to say that she has to take 
her child to the doctor. Two others say that their street parking will expire In afew 
minutes so they 7/ have to leave. There Is a general murmuring and gathering up of 
papers. 

The facilitator, now with two minutes left, apologizes to the fourth group, tel- 
ling them there Isn't going to be time for their presentation. He suggests that 
maybe they can use It at some other time In their organization. Some group mem- 
bers look relieved, others annoyed. 

The facilitator, speaking very quickly, begins summarizing what they had 
accomplished during the day. The two participants with parking problems get up, 
looking regretful, to go move their cars. A couple of participants are exchanging 
addresses and phone numbers for a future get-together. A couple of other people 
exchange last-minute words with the two people with over-parked cars. 

At four o'clock the facilitator says to the group, *7 know you have to leave. Vm 
sorry we were so rushed In the end. The work you did, and the Insights you 
brought, really generated some wonderful Ideas for addressing conflict. I hope 
you find you can use them In your work. " 

A few people clap, a few people gather up their papers, a couple of others 
remain deep In conversation. 
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So what*s going on? 





We have all had this all-too-famiUar experience. You can have a good design, lots 
of participant energy, new insigh ts» but none of it compensates for bad timing. In 
this case, bad timing is responsible for three unwanted conditions at the end of 
the workshop. 

Unequal treatment of participants 

Four small groups had prepared dramatizations, but only three of them got the 
chance to present their work. By the time the facilitator acknowledged the time 
problem, it was too late to do anything but apologize and quickly close the 
workshop. 

In addition, the last-minute nature of the closure meant that only a few 
people paid attention to the wrap-up. The rest had moved on to their personal 
affairs. 

No evaluation of learning by participants 

Five minutes is not enough to shift the design, find out who can stay, summarize 
what's been done, and elicit participant responses to the day. It takes a good 
half-hour in a day-long workshop for a facilitator to lead participants through a 
reflection on the day's work and the learnings that have emerged. This time gets 
even more compressed if the participants also have to stop and think about the 
next steps they want to take together as a group. 

This is a crucial, often overlooked piece of the work. People frequently have 
difficulty naming what they have learned. They usually need ample time for both 
individual and collective discussion to help bring new insights to the surface and 
to consider how they will use them. 

No closure on the group*s work together 

A shared experience of working together requires closure - an acknowledgement 
of what participants have learned from each other, a time to say good-bye. In this 
case, a few people were taking care of that informally, with whispered conversa- 
tions to others who were leaving, or by exchanging phone numbers. 
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Tips on timing 4^ Don*t plan more than three full activities for a day* Chapter two, on 
design, has more about this. When your design starts to feel complicated, it's 
usually a sign that your timing will be in trouble. 

4^ Mark times to begin and end activities on your design notes* This pro- 
vides a guide for where you should be when. When an activity takes less or more 
time, you can shift accordingly as you go. 

^ Negotiate time from the beginning of the workshop. One of the starting 
points of the day is confirming times for breaks, lunch, and ending. It is Impor- 
tant lo stick to the times negotiated with participants. 

^ Cut from the middle, not from the beginning or the end* Introductions 
and establishing the climate and process of the workshop take approximately 
half an hour, depending on the length of the workshop, (See chapter two on start- 
ing points.) Evaluation and closure take another half-hour at the end. 

In the case above, the facilitator should have recognized by early afternoon 
that he was behind schedule. He could have negotiated with the group about 
having only two dramatizations presented and given the other two groups 
observer roles. Or he could have run all four dramatizations back to back with- 
out the follow-up discussions, stopping after each one only to summarize the 
nature of the conflict. Then, after all the dramas had been done, the group could 
have chosen one to focus attention on. 

These are some of the ways that you can alter timing on your feet while at the 
same time sticking to the objectives and rudiments of your design. 

4^ Cut the amount of data generated and processed* If you are behind time, 
simplify the task of the small groups or limit the amount of small-group discus- 
sion reported to the large group. 

> Negotiate shifts in plans with participants, This is not necessary when 
participants are not affected by the change. But In the case above, the time it 
took participants to prepare their dramas in small groups was extended. When 
facilitators notice this sort of thing happening they can do a number of things. 
They can indicate the time problem and suggest that the presentation of each 
small group be confined to a certain number of minutes. They can ask if there are 
groups who particularly want to make presentations and others who don't mind 
forgoing theirs. Or they can divide participants in half, so two groups present 
their dramas to each other. 

If the dramatizations themselves go way over time, facilitators can, at least 
half an hour before the workshop's px. aned 'uiding, make a proposal to spend 
the remaining time summarizing learning. If they do this, they must clear the 
change with any groups who have not presented. 

4- Negotiate, when unanticipated issues arise* Often an activity generates 
important discussion, conflict, or discomfort that a facilitator can't anticipate. 
When this happens the facilitator can share the responsibility for timing with the 
group, making a comment such as "We have spent fifteen minutes on this now, 
and it seems that we are not finished. Are people agreed that this is important to 
1 4/ pursue? If so, we'll have to cut back on the dramatizations. 
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THE In brief, a facilitator Is responsible for working effectively with a group to help 
P'^ACILITATOR'S reach the objectives for an event. To do this, a facilitator must 
ROLE 

O watch the time and make sure that pacing Is appropriate to the group 

O encourage the active participation of all group members 

O acknowledge and draw upon differences ^ylthin the group 

O encourage the precise and frank naming of issues 

O draw on the range of knowledge and experience in the group 

O offer information, frameworks, and Insights when appropriate 

O summarize what's been accomplished at strategic points during the session 

❖ constructively address conflict and discomfort 

O workdemocratically, with the space, resources, time, and people in the room 
O encourage critical questions and problem posing 

O consciously build a spirit of collective as well as individual inquiry and will 

to act. 

Social change facilitators must push beyond the limits of liberal adult education 

O In the questions and problems they pose 

O in the ways they engage Intellect, emotions, and creativity 

❖ In the conceptual connections they encourage 

<> In the democratic relations they establish between learners and facilitator 

O in the explicitly political task they undertake as educators 

O In the constant self-assessment of stakes, commitment, risks, and tolerance 
of ambiguity that thiwS work requires. 

In framing this discussion around the eight arenas of facilitator work - using 
space, making the most of who we are, establishing credibility and sharing the 
expert role, giving and getting feedback, encouraging/challenging resistance, 
working with discomfort, addressing conflict, and timing- we have tried not only 
to plcice the role of facilitator Into a working context but also to make it Inclusive 
of different sectors. Issues, and objectives. We also wanted the cases, cumula- 
tively, to celebrate and speak to the range of social change education in which we 
and our readers are engaged. 

At the vsame time we are aware that these cases are limited. They are only 
examples and we haven't been able to provide examples of the Issues and 
dynamics facing differently abled people, poor people, or older people in work- 
shop situations. This speaks to gaps In our own knowledge and experience. We 
hope that the other people in our network and wider educational community 
who work with differeii. sectors will take this as an invitation to use what is help- 
ful here - and to find opportunities to share what they know with us. 
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Speaking at a race-relations conference in March 1 989 about the place of aborig- 
inal knowledge In building a future , Professor Marlene Brant Castellano of Trent 
University stated: 

Indigenous knowledge Is seen to be personal knowledge, In that elders, 
who carry particular responsibility for teaching the younger generation, 
do not claim to define an objective reality. They share, rather, what they 
have seen or validated In their own experience. Knowledge Is expressed 
as perception, derived from a particular perspective, rather than as con- 
cept, to which general validity is attributed, , , , When knowledge Is utilized 
as a basis for community action. It Is subject to collective analysis and revi- 
sion, a process referred to In an oral tradition as **puttlng our minds 
together, " 

Brant Castellano's explanation of aboriginal knowledge contains many ele- 
ments in common with our orientation to education for social change. Specifi- 
cally, we believe that what each of us learn is grounded In our experience and, as 
such, is laden with the values that ultimately influence how we perceive and give 
meaning to situations. And the extent to which education can produce commun- 
ity action is the extent to which we all use our collective experiences, analysis, 
and perceptions. 

Education, then, is not objective. It is not value neutral and unitary. More- 
over, the action that arises from education cannot be based on the insights and 
analysis of one individual. Instead, action to transform society must emerge 
from the collective insights and experiences of everyone in the group or com- 
munity. 

Also, according to an African theologian Emmanuel Tehindrazanarivelo, the 
African tradition sees education as a process of bringing a sense of awareness to 
people; that is, an awareness of worth, belonging, and responsibility; a sense of 
tradition, roots, and projection - a sense of being human within a community. 
The knowledge produced through education provides people with a vision that 
makes them able to interpret and to be creative so they can produce action as an 
expression of their own life and the life of the community. 

These principles of education underscore our practice as social change edu- 
cators. In this chapter, beginning with the assumptions and challenges that 
form the basis of our practice, we will examine the power relations Inherent in 
learning situations. We will also consider the question of how we might increase 
our impact on the processes of social change. And we will assess what we have 
learned about ourselves as educators In the course of our work. 

This chapter, unlike the others, draws primarily on examples of our work in 
the formal education system. We hopt this will also help to underline the impor- 
tant role tha. we think teachers in the classroom can play in social change edu- 
cation. 
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1 HE BASIS OF 
OUR PRACTICE 



A.S social change educators we have to acknowledge the assumptions and objec- 
tives of our practice so we can confront the Issues and challenges that surface as 
we carry out our work. To do this we must be clear about why we*re engaged In 
social change education, in whose Interest we work, how we engage learners In 
the process* and our role as consultants. 



What is education 
for anyway? 



Traditional education Is about transferring information that will reproduce val- 
ues, knowledge, skills, discipline, and occupational capacities that will in turn 
maintain the present order of society and satisfy people's interest to "fit in*'. 

Social change educators, on the other hand, see education as a way to help 
people critically evaluate and understand themselves and the world around 
them , to see themselves as active participants in that world. Our hopes for social 
transformation are Ignited as people come to see themselves as creators of cul- 
ture, history, and an alternative social vision. 

In our practice we assume that we have something to shai e with learners and 
participants about how to critically analyse the social system. At the same time 
we acknowledge our own positions in society and the ways that existing social 
arrangements limit our achievements and aspirations. 

We also assume that people readily engage in discussion and actively work to 
change their situation. In fact, we often find that It's a struggle to get such dis- 
cussion going. Many people find It difficult to let go of the long-held belief that the 
world of the status quo rewards them for sheer hard work and compliance. 
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For example, when we are facilitating workshops, runnlngmeetings, or lead- 
ing discussions, the issue of social inequalities of class, race, or gender often 
surfaces. We find that the people who are themselves most likely to be the targets 
of discriminatory attitudes and practices are often the very ones who question 
the existence of racism, sexism, or other prejudice. 

In such situations the question is: how do we help people to be critical of the 
arrangements for inequality in society or in their organizations so they can work 
for change - yet do so without extinguishing their optimism? 

We know about "starting where individuals are at". But starting from where 
people are at means unravelling what they hold as "given". It means rearranging 
a seemingly stable sense of how things fit together or, sometimes, contradicting 
their own interpretation of their own accomplishment. This process will usually 
meet with resistance. (See chapter four for discussion of how resistance can be 
used and challenged.) 

The challenge becomes how to keep people talking about issues, how to help 
them see the personal benefits of understanding the situation and working to 
change it. 
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What if you're As educators our purpose Is not only to help people critically assess their per- 
educatlngfor a sonal and social situations but also to help them develop their conviction that 
change? change is possible. We have to help them see that they have "what it takes** to ini- 
tiate and bring about change , not Just as individuals but as a collective of people 
sharing similar goals and wishes. 

Participants who believe that education is value neutral tend to see any dis- 
cussion that criticizes current social arrangements as "left-wing", **negative", 
'*not objective", or "too political". Sometimes they see the educators as "more 
interested in putting forward their own views than in teaching". They see educa- 
tors who do not question the status quo as being objectlv'e, neutral, and having 
no ideological position. Sometimes participants will point to the race, gender, or 
social class background of an educator as factors that skew objectivity. 

For example, an educator talking to a class of about thirty-five young men 
and women with participants from various races, ethnicities, and social classes, 
said, ^or the sake of discussion, that class, gender, and race are more likely to 
influence educational and occupational achievement than ability. Not surpris- 
ingly in a society priding itself on an equitable educational system, most partici- 
pants disagreed. Although the educator gave them numerous examples to the 
contrary, participants held that abihty was the sole determinant of achievement, 
except In cases where women and racial minorities were given preferential treat- 
ment in hiring. They specifically cited Blacks as an example of this preferential 
treatment. 

On the question of income as a barrier to educational opportunities, stu- 
dents argued that "OSAP is there", referring to the Ontario Student Assistance 
Program. They were almost unanimous in saying that the educator was "selec- 
tive in the references" that he was citing. 

Perhaps our task of uncovering the unequal consequences of race, ethnicity, 
gender, and class would be easier if people came into more contact with educa- 
tors promoting a critical approach. But this is not the case for most students. A 
basic challenge for educators for social change Is to work against the power of the 
traditional laissez-faire approach. 
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Whose agenda? A Caribbean-born educator Is Invited to give a presentation on Caribbean youth to 

a group of social service workers. The educator focuses the presentation on the 
historical, economic, political, and social development of the Caribbean, 

He argues that the social workers should see the diversity of Caribbean 
people: they come from different Islands with different colonial histories, economic 
resources, and numerous races and ethnicities In the population mix. He says 
there are many varying Influences on the youth the social workers would be see- 
ing: age, time and pattern of family Immigration to Canada, class background, 
economic and social situation in Canada, and attitudes such as racism and the 
resulting discriminatory practices. 

The educator emphasizes that It Is impossible to talkofany cultural group as if 
it were monolithic. He concentrates therefore on providing a framework that work- 
ers can use to analyse their cases and to develop the necessary strategies appro- 
priate for the Individuals they work with. 

At the end of the discussion a participant comments that the presentation 
hasn*t been helpful because It didn't give "specifics " about West Indians, The par- 
ticipant mentions another workshop where the resource person, also a Caribbean 
person, gave a •'good description of West Indians, what they are like, and what to 
expect**. 

Clearly, in this situation, the presenter and participants hold different assump- 
tions and expectations. Two things are happening here. 

O There art different assumptions about lecirning and teaching on the part of 
participant and facilitator. 

O There is a kind of dominant cultural voyeurism. An earlier resource person 
had demanded nothing of participants but had provided information that 
participants could organize into existing slots: "Caribbean people are...". 
This other workshop had made no attempt to help participants locate them- 
selves in relation to the issue. The Caribbean person remained an object of 
scrutiny. 

How did the social change educator approach things differently? 
O He tried to make the participants and the Cciribbean peoples equal subjects in 
the discussion. 

O He challenged the stereotypes operating in the interaction between the social 
workers - service providers from the dominant group - and Caribbean people . 

As a result, he encountered resistance. 
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To try and overcome this resistance the presenter could ask participants to 
Imagine they are giving a presentation on Canadians to West hidians. They have 
one hour. What would they want West Indians to Know, what Information would 
not distort who Canadians are? This Is an activity that usually helps partici- 
pants ievelop a framework they can use to mull over new Information about 
another group. 

Another approach - which could be combined with the previous one - Is to 
ask participants to think about what they already '*know" about West Indians. 
This Is an Important question because It requires participants to become con- 
scious of how they already organize Information about certain people. 

The assumptions and expectations of participants are based partly on their 
reasons for participating In the workshop In the first place. For some, these rea- 
sons may Include a desire to become more sensitive, more Informed, more famil- 
iar with an Issue so they can obtain "how to" Information or Inform the direction 
of their actions. Other participants, particularly In more formal educational set- 
tings, only want concrete Information - "the recipe". They would rather not be 
bogged down by theory or a new framework for understanding. 

As educators, we hav^ to attend to everyone's agenda - not only our own but 
the agenda of the participants, the sponsoring organization, and the person 
within the organization who extended the Invitation. 

All these agendas contribute to what happens or doesn't happen in the situa- 
tion. To address all these agendas we need to look for common ground. 
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Connecting with 
learners 



If we aren't willing to speak In the language of those we wish to Involve in our pro- 
grams, and to use the symbols and Images of that language, our reluctance may 
send out the message tJiat certain groups and people are either not welcome or 
are being patronized, We will be setting up a barrier. 

This barrier may prove a difficult one to break down. It Is based on the cul- 
tural and class allegiances that inform the traditional approach to education: on 
the notion that by adopting the language, symbols, and images of "other" groups, 
our social positions and identities become endangered. But this is a tricky ques- 
tion: sometimes it is also false to adopt the language of other groups, because 
doing so can be perceived as a form of appropriation, of "going Native**. 

But Just in showing that we have taken the time to learn about and relate to 
the symbols and images of various cultural and class groupings, we have the 
potential of lessening social distance. We can establish that these are things we 
share: these are things that define group membership and identity. 

When we try to speak in the other's language, however imperfectly, we com- 
municate powerfully that we accept the other. Symbols and Images are more 
complex, but equally powerful Everyday behaviour, ordinary forms of Inter- 
change, ways of acknowledging ourselves and others: these are all symbolic. Our 
willingness to recognize these symbols and accept what is intended by them is a 
way of lessening social distance. 

Participants, especially If they are culturally or racially different, are sensi- 
tive to how educators display a knowledge and appreciation of their values, life 
experiences, ssues, and concerns, At the same time, while we have to be careful 
about appearing to be "going Native** or becoming a pseudo-minority, minority 
status is not a state of mind but lived oppression. We must always remember 
that privilege remains intact even if we take on the lingo and forms of non-domi- 
nant groups. 



Educators as 
consultants: who 
are they? 



Social change educators can play a significant consultative role in helping mem- 
bers of oppressed groups understand their situation In society and act to bring 
about change if necessary. 

For some of us, consulting is a way of life - it*s how we earn our rent. So it is 
appropriate to ask ourselves some questions: Who are the con iltants? What 
are the politics of consulting? What are some of the issues faced by educators 
who freelance as consultants? What are some of the contradictions? 

We often encounter consultants from the dominant social, racial, ethnic, 
gender, and cultural groups of society. Less frequently we see consultants who 
are minority group members. While these background characteristics play a role 
in any consultants approach to the work, more significant to social change 
movements is the degree to which consulting educators approach their work 
from a critical perspective and an orientation towards transformation. 

Certainly, the fact of having experienced poverty, sexism, racism, and/or 
discrimination does not necessarily mean that educators identify the social 
structure as the oppressive force. All of us. whether we're from minority or 
majority groups, are products of educational systems that trained us in the val- 
ues of the dominant culture and its orientation to education. We are likely to 
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have internalized these values and approaches so we'll "fit iu" better. We too 
struggle against our own resistance to alternative arrangements of social power. 

In our work as consultants, then, we are conscious of our commitment to 
education not for the sake of disseminating information but for social change. 
But can an educator who has not and will never share the experience of the par- 
ticipants be able to work effectively to address their needs? For instance, under 
what conditions should male educators work to address issues such as male 
dominance and sexism? Or White educators work on the issue of racism? Can 
non-union educators understand unionists' issues? 

In thinking through these questions, it is important to bear a few points in 
mind: 

^ Social change educators, no matter what their backgrounds, have to be clear 
on their stake in the issue under discussion. So a male can participate in a ses- 
sion on gender oppression as long as he recognizes that men are often the 
oppressors. 

^ Neither the money nor the fame are motivating factors for social change edu- 
cators. Rather, their motivations come from the goal of empowering others to 
think critically and challenge unjust structures. We recognize, though, that 
these motivations are not always so clear cut and altruistic; there are diverse and 
even contradictory motivations in any one person. 

4 It is important to recognize the participants' social identities. For instance, if 
people of colour are not involved as educators in design and facilitation on anti- 
racist work, that work only reproduces dominant structures. 

There are also benefits to having educators who share the same identity and 
experiences as the learners. This can make one less barrier to negotiate and one 
less aspect to expla'in: learners will usually assume that such educators shcire 
similar values, attitudes, and aspirations. 

In essence, educators have to recognize the political side of their involvement 
in social change education. Either we understand our privilege and continue to 
exploit it; or we understand our privilege and create working conditions that 
both remove the blinkers of privilege and refuse to collapse into privilege. 

For example, WTiite educators should avoid anti-racist work where they are 
paid and people of colour are brought in as free "community labour". Men who 
believe in gender equity should continually protest participating in panels where 
only White men speak as experts. Social change educators with privileged social 
identities can either reinforce the "rightness" and "naturalness'* of their privi- 
lege, or they can name it, challenge it, and refuse to collude in it whenever pos- 
sible. 
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POWER Those of us committed to educating for social change attempt to be conscious 
RELATIONS always of the role and significance of power: who has it and who is powerless. 

Being aware of power is critical to an understanding of how It can be used to serve 
our needs and interests. 

Power and social Our power as individual educators comes from any one or several of the fol- 
change educato' ^ lowing: 

4 Information power- where the educator possesses or has access to informa- 
tion that is perceived as valuable to others 

4 Connection power - based on the educator's "connections'* with "influential 
or important" persons inside or outside of an organization 

> Expert power - when the educator gains respect or has influence because 
she or he is perceived to possess expertise, skill, and knowledge 

> Position power - when the educator's position as leader gives her or him the 
capacity to influence and obtain respect from others 

> Personality power - where the educator Is liked and admired by others 
because of his or he i personality, and which means that participants sometimes 
identify with the educator 

> Network power- where the educator is a member of, knows members of, or 
has established a network, which means that the educator is able to influence 
people. 

This list indicates that educators usually enter a situation with a given form of 
power, and that the source of this power depends on the educators themselves, 
as well as on forces external to them. 

The question is, given our goals as social change educators, how should we 
exercise this power, when, for wh&t purpose, and under what conditions? 

As social change educators we know that education should assist people in 
their personal development so they can achieve change in their lives and in soci- 
ety as a whole. Therefore we cannot afford to be ambivalent about our exercise of 
power. We must name the power, identify the source, and use it in a way that 
serves the interests and needs of the group we are working with. 

Whatever the situation or setting- workshops, classroom, community- edu- 
cators must establish a model for participants, particularly those engaged in 
social change and advocacy, of how to share ownership and responsibility. 
Power need not be seen as only a negative force. If we do look at it that way it will 
perpetuate ambivalence, which can become a stumbling block towards achiev- 
ing social change. 
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Power and social 
ideritifles 




Social Identity Is another source of power. When we examine the social and cul- 
tural Identities that characterize the dominant group, we get a sense of where 
power lies within the Canadian social structure. 

We cannot Ignore the extent to which power is socially constructed. By this 
we mean that regardless of our personal or political choices, our membership In 
particular social groups e<ther endows us with or denies us privilege. 

For example, even when an able-bodied woman Is actively Involved In the 
struggles of differently abled people for access to Jobs, she still has a far better 
chance of getting a Job than the people whose struggle she identifies with. Her 
opportunity Is not a matter of her personal choice - It comes to her through the 
values of the dominant society. A person's power and Influence vary with the 
number and ^vpes of dominant social and cultural characteristics possessed. 

These social and cultural Identities play a significant role In what people 
believe about who can wield Influence. For example, a group of Black youth 
wanted to make a request of the executive director of their community centre. 
Their staff team was composed of a Black and a White worker. When the youth 
discussed who ought to talk with the director (who was White), they suggested 
that the White worker should do so. When asked why. they responded. "Because 
she Is White." 

In a "Train the Trainer" program for union educators, one of the facilitators, a 
woman, suggested that a man In the training team give Individual feedback to 
two male union participants. Her suggestion was premised on the observation 
that the two participants In question heard critical comments more openly from 
the male facilitator than frotr; the female. 

The extent to which educators possess the social Identities of the dominant 
group In Canada determines how their Ir.formatlon Is received. One Black facili- 
tator recalls that In a multicultural training session, participants perceived him 
more as "a plant, a spy. an Instigator, a shlt-dlsturber, and a person who was 
bringing up racism unnecessarily" than as a facilitator equal to his White col- 
leagues. 

In another case, a Black educator was showing the film Eye of the Storm to a 
psychology class made up mostly of White students, on a day when the subject 
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was "Attitude" - with one of those attitudes being prejudice. The film Is about a 
teacher teaching about prejudice to White primary grade students who live In an 
exclusively White community. A class member asked the educator If "he was try- 
ing to tell them something". Another asked, "Are you saying we're racist?" 
Although he was showing the film In the context of the course outline, his stu- 
dents interpreted the film, as carrying a personal message from the educator. As 
In many situations, the partlclp^mts linked the race of the facilitator to how they 
Interpreted what they heard and to how much they accepted It. 

Women and people of non-dominant racial and ethnic groups are faced with 
challenges that they must address If they are to work effectively with people from 
the dominant culture. Educators from the dominant group are less likely to meet 
resistance and can use their privilege consciously, responsibly, and strategically 
to assist educators who are llmitf d by their social position . There's an example of 
this in chapter four, "making the most of who we are." In that case, as a 
. White person, the facilitator knew that her racial identity did not distract the 
White participants from their own task of examining racism. 

The benefits of A White educator who conducts courses in cross-culturalism says she does not 
recognizing the role tell "students" (young people) about her ethnic background because "it Is not rel- 
cf social identities evant" and she doesn't want to Influence the students' interaction with her. 

Nevertheless, she expects the students to talk about their own backgrounds. 

In another situation , a White facilitator doing an antl-raclst workshop began 
by asking the only two non-Whites of the fourteen participants to tell the rest of 
the group about their experiences with racism. One Black participant objected, 
suggesting it was unfair to use the two of them as data and not invite everyone, 
including the Whites, to share their experiences with racism, particularly 
because of their dominant social position. 

As social change educators we always need to acknowledge our social Identi- 
ties and the role they play in learning sKuatlons. Educators and all other partici- 
pants, whatever the context, should share knowledge. Ideas, and exi^erlences 
equally. Doing so takes the mystery out of the role and helps to see that power Is 
shared. Moreover, the process enhances communication and comfort. 

Educators who are women and people of colour are very aware that they can- 
not remain the "objective facilitator" in workshops. Participants certainly don't 
see them that way. 

Consider, for example, a Black woman facilitating a workshop on race relr^- 
tlons and cross-culturalism, when the majority of the participants are White. 
She never talks of her nationality, race, ethnicity, or culture. Nevertheless the 
pai tlclpants, based on what they see as her background characteristics, treat 
her according to their expectations. But if the workshop has a White female facil- 
itator, the participants assume she is a Canadian; no further information is nec- 
essary. 

As social change educators, we must be conscious about the role that skin 
colour, gender, sexual orientation, and accent play in the learning situation. We 
need to consciously evaluate our feelings and share our ideas like all other par- 
ticipants. 
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Sharing power For the social change educator, sharing power, real or perceived. Is necessary If 
we are to make the process of learning democratic and engage all participants In 
analysis and setting goals ai^d directions. 

When we recognize the role of social Identities, we make It possible to hear 
what participants are saying and understand what they mean. We are able to 
avoid being defensive when "accused" of being "White". "Male", or "English". We 
place ourselves In the same vulnerable position as the participants, which 
makes It possible to build trust and effective communication. 

Whatever the setting- workshop, classroom, community - early on educa- 
tors must acknowledge their own power base as well as that of all the partici- 
pants, partlculai ly the power of social Identity and the power accorded by the 
position of "educator ' (even one who constructs participatory activities). To 
achieve full participation everyone must feel equal. Important, and committed to 
the process. 

We have to remember, too. that even when we take up the many concrete 
methods of acknowledging and sharing power (as outlined in chapter four) or 
engage In the many possible activities (chapter three), educators still have power 
because of their role In shaping the process; or because of most people's pre- 
sumption that educators know more. 
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The educator as Traditionally, the educational process has placed learners Jn a passive position, 
facilitator and In Paulo Frelre's words, they have been looked on as "empty vessels". For socla^ 
learner change educators, however, learners are people who have something to teach. 

Such a stance goes a long way towards overcoming differences In the back- 
ground and life experiences of educators and learners. 

The educator Is a facilitator and a resource person, someone who engages 
people in a dialogue that Is a two-way conversation. The learners in the educa- 
tional process v active participants, Individuals who respond and help shape 
that process. 

For a new educator/learner relationship to take hold, the educational set- 
ting has to be supportive ~ which means that people do not get Jumped on for 
expressing their ideas. After all, we are trying to build people who are aware and 
wish to advocate and work for change collectively. 

WTien learners are able to participate actively in the process, what happens 
is .s much of their own making as it is oi the facilitator's making. They share 
responsibility for the results. Learners should be challenged to help shape their 
situation, which also means becoming critically aware of it. Facilitators should 
be open to challenges from participants. 

The ability to listen and learn from participants builds mutual respect. It 
affirms the dignity of all; it is the basis of empowerment. To listen Is to be on an 
equal footing; listening means puttingyourself in the place of the other. How can 
educators construct a setting in which there isn't a growing "we versus them", no 
matter how genuine our intent to do otherwise? Especially for educators in for- 
mal school settings, the art of listening is an important pillar in building struc- 
tures that counteract some deeply ingrained, top-down teaching habits. 

At the base of all this is the educator's genuine belief in people's potential and 
willingness to let go of some power and control. An authentic relationship of dia- 
logue cannot be built by following guidelines or principles; people will "feel" the 
underlyingbellef and trust of the educator. Becoming honest, opea, and vulner- 
able is not easy; it is a struggle. 
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INCREASING In our experience, elements that allow our work to have a greater Impact Include 
OUR IMPACT working collectively, being able to size up or assess a situation we face, keeping 
an eye open for opportunities, and acknowledging the contradictions and being 
clear about our limitations in tackling the dominant agenda. 



Assess the situation 



Grab the free space 



Acknowledge the 
contradictions in 
the work 



Before starting a workshop session, for Instance, we clarify the expectations 
(with a planning team ahead of time if possible). We find out about issues in the 
organization as well as in the wider social context so we can understand and 
address them. 

Iv. he workshop itself we find out about expectations from participants and 
check 10 see how those expectations relate to the objectives of the planning team 
or those who hired us. Whatever the situation, we make clear our role and help 
structure sessions that will allow for critical reflection by participants and 
Include next steps or an action component. 

We constantly need to be looking for cracks in the dominant agenda, where the 
powerful and influential disagree among themselves, In the late 1980s-early 
1990s, for instance, industry and government consensus has been fiiltering 
around issues such as the environment or free trade. This faltering allows popu- 
lar organization to take the lead and suggest alternatives. 

Timing i.s all important for an actio.i to be successful. We should ensure that 
people are ready at any given moment to participate in initiatives addressing 
their concerns and issues. What kind of "free space" is available to introduce 
particular kinds of social change activities? 

In our experience, each new situation kicks up opportunities for action and 
suggests when it Is best to take action. The imporlanl thing Is to recognize that 
the opportunity exists and get a foot in before the door slams shut again. 

Educators from outside an organization face different dynamics and contradic- 
tions than their counterparts inside. Getting the rank and file to look critically at 
society (if that is an objective, for instance) can also entail putting the organiza- 
tion under a magnifying glass to see if it Is part of the solution or part of the prob- 
lem. This approach can feel threatening to an executive if a reappraisal of the 
organization's stance and hiring practices was not what the executive bargained 
for in hiring an outsider to do a specific piece of work with the membership, At the 
same time, outsiders must recognize their different stakes and appreciate the 
risks for Insiders. 

If the workers speak out. they could be subject to retribution from an inse- 
cure executive. Educators also run the risk of never being invited back again 
when an executive and /or a chastened rank and file come to see them as "shit- 
disturbers". That is one of the reasons why. when we work with another organi- 
zation as "outsiders", the objectives for the session/work need to be clear; and 
why we attemot when possible to involve both participants and the 
invlter /organizer /executive members to help form part of a planning and design 
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group to set guidelines for what Is possible and Identify what might constitute 
**stepplng over the line*'. 

Sometimes we end up feeling more allied with people In suboidinate posi- 
tions than with the leadership that has brought us In, It Is a delicate tightrope act 
and many factors have to be considered, Including, for example, the extent of the 
relationship, length of contract, and potential for change within the organiza- 
tion. 

For the *4nsldef ' who works full-time for an organization, there will be some 
contradictions between what the organization says and what it does, Again, 
many feathers can easily get ruffled at all levels - and sometimes It may be neces- 
sary to ruffle them if there is to be a positive breakthrough, Inside educators need 
patience and skill to reaffirm the positive and improve upon the shortcomings, 

Particularly in organizations that are membership-based, social change 
educators will want to see the voice from below strengthened. Part of this process 
will Involve Increasing the feehng of ownership that the rank and file members 
feel towards their organization. 

Work collectively There is a tremendous benefit in working collectively with educators from differ- 
ent backgrounds. We have found it <nvaluable to have at least two people facili- 
tating and planning a session Instead of the traditional one person, As social 
change educators, we must model anti-racism, employment equity, and aware- 
ness of international Issues in our practice by having the team of educators 
reflect the diversity in our society. 

Even if the learner population is a homogeneous White population, we still 
need to reflect that diversity. Whether 5^uch a homogeneous population is deal- 
ing expllcl fly with racial concerns or other issues ('.>ach as how to facilitate board 
meetings), v e sl.vyuJd make every effoi t to Involvo non-dominant group educa- 
tors to reflect Canada's current population mLx. 

This practice aLso challenges stereotypes, exposes non-dominant group 
members to the organizations we work with, and models different working rela- 
tionships. The other side of this coin is the heavy ^riv^e paid by non-dominant 
group educators in cases where th yy are working t ^ educate the dominant group 
without any allies from that group. 
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Help to give voice As social change educators, we have a responsibility to challenge the perception 
to others and of the educato' as "expert" or "all-knowlug". We have to demystify how knowl- 
promote their edge is produced and bring everyone to the understanding that they have a role 
presence in the production of knowledge; and that they can gain access to "expert" knowl- 
edge of various sorts when they decide such access would Indeed be useful. 

A good example of this problem is the; practice of research, a knowledge-pro- 
ducing vehicle. Often research is seen a.s a process In which an "objective expert" 
(usually an outsider) gathers information In an "objective manner". It has results 
(by way of recommendations) that arc produced without the input or consent of 
the people It affects. Usually research done by an outsider comes back In the 
form of power forged with what has been taken (or stolen) from the people who 
participated in the research. Often It comes back to exploit. 

There are other approaches to research. Participatory research, for instance, 
can be a vehicle for educating, facilitating collective analysis, and developing 
cha ge strategies. Participatory research material can be a tool for advocacy and 
giving voice to the participants who otherwise would not have a chance to be 
heard. This approach involves being inclusive and promotes action for change. It 
recognizes an ideological basis for documentation and aims to demystify how 
information is gathered and knowledge is produced. It emphasizes the collective 
nature of analysis, seeing all participants as investigators. 

Finally, writing for social change is oriented towards action: it is not research 
for "the sake of research". The researcher who uses participatory approaches 
sets the research agenda in co-operation with participants, based on their per- 
ceived needs and issues. Together, they reflect on and analyse the information. 
The emphasis is always on giving the participants presence in the process and in 
the information. 

This approach is evident in those works that give insight into the experiences 
and perceptions of non- dominant groups, while at the same time placing their 
interpretati' s and perspectives on the agenda for those of ns committed to 
helping them address their issues. * Such works take seriously the contributions 
of everyone towards creating knowledge, with the belief that the creation of 
knowledge is not just the prerogative of "experts". People are able to read other 
people's ideas and see that others share their concerns. 

Readers of such materials wUl get the message that It Is legitimate to express 
their concerns and that their views will be respected when expressed. On this 
basis, the expression of their issues and concerns helps to bring about social 
change. 



• For examples of participatory research .see such works as; Carl James. Seeing Oumelves and 
Making It: Michael Czerny, S.J, and Jamie Swift, Getting Started on Social Analysis In Canada: and 
Patricia Magulre, Doing Vartlclpatory Research. 
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A VITAL BRIDGE 



We gain a sense of satisfaction when the needs and issues of the people we work 
with are being addressed; when it is clear that prior assumptions have been 
challenged and the next steps to bring about change have been outlined. Here 
are some of the comments that have communicated this kind of growth to us. 

Fve had some real Ah-Hahs - like That's what Vve been doing all along, 
but I never saw it that way before. . . 

I gain confidence in being able to tackle work which lay ahead. 

From a sense of being alone and isolated in this work to a new apprecia- 
tion of working with others who themselves are facing similar problems. 

rve gained confidence, self-esteem, new energy, new knowledge, and 
new friends. 

These responses illustrate shifts that nourish us in our work and give us 
energy for the work ahead. We are always conscious that the process of educa- 
tion for social change needs commitment and belief in the goal. That is why we 
build and seek feedback from participants. 

Educators too, are encouraged, given energy, an^. get excited about new 
opportunities, new networks, and new friendships with people who share simi- 
lar goals and ideals. Participant feedback is a vital bridge In the interdependence 
between educators and learners. 

Because we are often swimming against the current as we challenge inequit- 
able ideas and practices, we need to support each other - Just as learners need 
support so they can gain confidence in their capacity to bring about change. 

When everyone takes responsibility for the learning, everyone is a teacher. 
This brings with it a sense of freedom, of liberation from the traditional responsi- 
bility of a top-down educator. The greater social solidarity to which we aspire 
needs to be mirrored in a solidarity between ourselves and learners, as we con- 
tinuously support each other's movement towards transformation. 
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Implications for our Work in the 1990s 



ECONOMIC CHALLENGES 169 
Canada's economic future at stake 
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LOOKING AHEAD: 
Implications for the 1 990s 



On the eve of the 21st century the experts are hard at work charting and predict- 
ing future shock. At the DMI we're wondering about what's in store for Canadian 
educators and activists too, and we've decided to try and put some of our 
thoughts on paper. 

We have no "expert" pretensions of having the final say. Rather, we hope our 
musings might act as a catalyst for your discussion on future directions, as it 
has for ours. In the spirit of lateral thinking, we invite you to consider not so 
much what's "right" or "wrong" about these comments, but what's "interesting" 
in them, 

In general we feel that some tough challenges lie ahead - but they are chal- 
lenges that will provide opportunities for social change workers. There are prob- 
ably too many of these challenges to fit within the covers of one book, let alone 
one chapter , so here we've settled on twelve discussion areas or sites of struggle. 
We've grouped them loosely into four categories, recognizing that each site has 
multiple layers that often spill over into other categories. We think these are all 
challenges that are critical to the success of a social change agenda. 

But first, a word about agendas in general. We live in a political and socio- 
economic system that benefits some people more than others. We believe that 
this situation has not evolved "naturally" but by design. Those with wealth and 
power strive to maintain a position of privilege, and their decisions help shape 
the direction our society takes. Theirs is a dominant agenda: it operates from a 
position of power. 

This agenda is constantly being reshaped as the world around it changes. It 
can also be subject to inter-elite rivalries as economic empires collide. Viewed 
from below, the dominant agenda is often seen as monolithic. But we would be 
short-sighted if we didn't look for the cracks in the wall. 

In response there's a popular agenda, which can be well or poorly organized. 
Often defensive in an age of privatization and cutbacks, the popular agenda can 
and does develop its own vision of a future society that will benefit the majority. 
The popular agenda is sometimes deeply divided - kept fighting on one front or 
issue to the exclusion of everything else. Its quota of power starts from nil and 
increases slowly with the level of organization and determination. 

So here, under each heading representing le rf the twelve future chal- 
lenges, we have subheadings of "dominant age .a" and "popular agenda". To 
the popular agenda we have added implications for educators. In our view there 
is no doubt wc will be identifying with the popular agenda rather than trying to 
build something separate. 

Part of the role we can play as educators is to uncover the often hidden com- 
ponents of the dominant agenda and help strengthen the organizing efforts of 
the popular sector. Though supportive, we can't be uncritical of any popular 
agenda that simply exchanges one oppressive structure for another. This is the 
essence of our concern about democratic practice being built into organizations 
while they are still in opposition, The way we work today will be an indication of 
the society we will build tomorrow. 
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LOOKING AHEAD: 
Implications for the 1990s 



ECONOMIC The dominant agenda 

CHALLENGES In the 1980s they called it privatization, deficit reduction, structural adjust- 
ment, and a host of other technical-sounding names. What they meant was 
Canada's economic muzzle government regulators, reduce corporate taxes, cut back on "costly" 
future at stake social programs, and. most importantly, give business a freer hand in an 
expanded market, in other words. Free Trade, 

In the 1960s and 1970s, social upheavals led some people to question the 
role that corporations played in society. So the 1980s became a time for large 
companies to fix up their image and rebuild public trust in their "stewardship", 
Reagan and Thatcher became the standard-bearers for the corporate line that in 
the v'orld's current sorry state the governments and not the private sector are to 
blame. 

Canada's Progressive Conservative Party rode the crest of this logic to two 
electoral victories in the 1980s. Increasingly, investors and financiers could do 
no wrong. Questionable pra^^dces such as corporate cannibalism, leveraged 
buyouts, insider trading, and real estate flips -to namejust a few -provoked rel- 
atively little public reaction ( partlybecause these practices were clouded in mys- 
tifying language and often dismissed as purely commercial concerns with no 
political or social implications).* 

But in helping "shift the blame" towards government and away from the pri- 
vate sector. Canada's mainstream poUticians painted themselves Into a corner. 
Any mention of increased public spending or new taxes is now bound to get a lot 
of adverse public reaction. 

Through It all the corporate image-makers have been highly successful at 
damage control and blame shifting. And we should expect more of the same in 
the 1990s. 




• By corporate cannibalism we mean the practice of some companies whose purpose In buying out 
other companies Is to dismember them and sell off their parts for a profit. A leveraged buyout Is the 
corporate practice of borrowing large sums of money (often from banks) against the assets of the 
company being bid on. 
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LOOKINv^ AHEAD: 
Implications for the 1990s 



The popular agenda/ implications for educators 

We can see the results of the dominant agenda on our streets today. The number 
of food banks continues to grow. Longer lineups at more food banks accompany 
an upsurge in BMW sales. Wealthy Canadians talk about expanding free trade to 
the Americas while working-class people experience plant and office shutdowns 
that push Jobs south of the border and thousands of employees out on the pav o • 
ment. What Is good for a few has not turned out to be fair treatment for the many. 

Anti-poverty organizations, unions, churches, environmental groups, stu- 
dents, and communities are among those fighting tiie painful measures. Many 
are affiliated at the national level to the Pro-Canada Network. Coalition stra- 
tegies like PCN have been tried before with mixed results. One problem In the 
past was that vanguard politics often brought along the hidden agendas of an 
elite leadership and /or an attempt to L^ubmerge difference In the rank and file. 

In the 1990s educators for social change can support a new style of coalition, 
one that allows a broad, representative voice to emerge to challenge current eco- 
nomic policies. Critical to moving our collective economic agenda onto the front 
burner will be the new solidarity emerging between community groups and 
unions. It's a meetingof quality of life Issues and the core of economic resistance. 
As educators for social change we need to be active in these coalitions. Our spe- 
cific skills can help build trust based on what we have in common and respect for 
our differences. 

Coalition-building is not easy, because groups may share some common 
interests and be in opposing camps on others. And there is the very real question 
of power struggles within sectors and organizations and with people who try to 
control agendas. 

An area that needs more attention is "organizational culture". At the DMI we 
feel work in this area is critical to future Joint efforts to help one group under- 
stand not only how another works but also what the possibilities and limitations 
are. Social change educators can also help coalition members shape processes 
that can lead to the development of an alternative economic project. 
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LOOKING AHEAD; 
Implicatlcnsforthe 1990s 



Lifting the last The dominant agenda 
frontiers: capital Over the past twenty-five years many transnational corporations became pri- 
and resistance go vate empires with sales greater than the Gross National Products of some Third 
global World nations. Although these companies have spread their investments to 
most corners of the globe, they are still facing many Irritants in their world-wide 
capital accumulation plans. Some Third World countries, for example, continue 
to insist that a share of the profits of foreign corporations made on their soil be 
reinvested locally. 

!n the 1990s, conditions are changing, giving investors rew confidence. The 
So\iet empire Is disintegrating, and the big three economic powers - Japan, 
Europe, and the United States - now predominate. Eastern Europe is open for 
business and Third World countries are no longer able to play the United States 
off against the Soviet Union. Three megatrading blocs seem to be emerging, each 
one built around a major economic power with all other participants becoming 
the Junior partners. Debt is the lever used to persuade reluctant nations to par- 
ticipate in this new International economic order. 

Policing these arrangements continues to be the Job of the International 
Monetary Fund (IMF) and the World Bank. The advice these institutions give to 
poorer nations (backed up by a threat of no more loans or investment dollars) 
sounds familiar to most Canadians by now. "Cut government spending; cut 
social programs (where they exist); bring down trade barriers; and give private 
investors a free hand." This advice creates a red carpet for transnational corpo- 
rations preparing to play countries off against each other while seeking unres- 
tricted access to their cheap labour and raw materials. 
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LOOKING AHEAD: 
Implications for the 1990s 



The popular agenda/ implications for educators 

Spiralling Third World debt became a major Issue for the popular agenda in the 
1980s. Today citizens of Third World nations know through bitter experience 
that the IMF's structural adjustments mean greater sacrifice for an already 
Impoverished majority. They are taking to the streets to fight price rises, cut- 
backs, and layoffs as their governments cave In to restructuring pressures, 

They're humming the same tune In Ottawa these days, which makes a "for- 
eign" problem sound familiar, providing us with a logical starting point for work 
around International economic Issues. Some non-government£il organizations - 
for example, OXFAM, CUSO and the Toronto Committee for the Liberation of 
Southern Africa (TCLSAC) - are developing popular education sessions that link 
the structural adjustment programs we see in Third World countries with the 
Conservative agenda in Canada, making these vague international concepts 
more real and concrete in the examples of our dally lives, 

In our hemisphere the Free Trade agenda is a testing ground for Interna- 
tional solidarity. Canadian jobs are being lost as corporations shift production to 
non-union plants In the United States or to the even cheaper labour area on the 
Mexlco-U.S. border known as the maqulladoras. A real danger exists that the 
victims In each country will blame each other rather than the real culprits^ 

With this in mind, a project called Common Frontiers has been formed to 
tackle this cross-boundary corporate initiative. A brainchild of the Latin Ameri- 
can Working Group in Toronto, Common Frontiers has grown to involve many 
affiliates of the Canadian Labour Congress lOLC). The Pro-Canada Network has 
endorsed it and the Ecumenical Coalition for Economic Justice (ECEJ) has done 
some excellent research for it. 

Popular educators need to support Initiatives such as Common Frontiers 
that bring Canadians into direct contact with counterparts in other countries. 
We can play a part in helping build a sir ;iig sense of equal partnership that 
crosses language and cultural differences. If we can help foster an openness to 
learn from other experiences and value opinions coming from outside Canada's 
borders, we are on our way to making common cause in tackling capital's global 
agenda. 

But the mere existence of strong international opposition to the global corpo- 
rate agenda is not enough. Through exchanges, workshops, and conferences, we 
need to support the I ''dingof workable alternatives to present economic trends 
in Canada. In the pr jss we need to draw on the wealth of experience that our 
southern partners hav^e. They too are likely to be interested In any Insights we 
have to offer on a common goal of restructuring the world economic order from 
the bottom up. Who said it was the "t.rickle-'Up" effect? 



172 

^'"'JCATING FOR A CHANGE 

ERIC 



6 

LOOKING AHEAD; 

Implications for the 1 990s 



The "human The dominant agenda 
resc urces** There is much discussion in corporate and government circles of "human 
talk back, resources". People are seen as factors of production, to be moved geographically 
and slotted functionally according to the needs of the planners. In this dis- 
course, "critical shortages" are announced, and "building a competitive work- 
force" becomes a top priority. 

On the receiving end of this agenda are the increasing numbers of Canadians 
caught at the "bad jobs" end of an increasingly polarized labour market. People 
are on the move, from Scheffervllle to Montreal, from Kimberley to Vancouver. 
Theli paths are shaped by economic decisions over which they have no control, 
and the Impacts on family and community life are their own problem. 

Completely absent from most human resources thinking are the people who 
are unemployed, underemployed, or in a low-wa|(e service sector job. For them, 
not being considered part of the workforce shuts the door on opportunity. 

The human resources perspective is damaging enough domestically, but Its 
blind spots are highlighted in the treatment of immigrants. The majority of Can- 
ada's immigrants now come from the Third World and are expected to take jobs 
at low wage rates. However, immigrants who enter with money get preference. 
Meanwhile the policy debate on immigration focuses on expanding the consu- 
mer market and increasing the population to counteract emigration and the low 
domestic birthrate. Competition among workers, regionally and internationally, 
is the name of the game. 
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Implications for the 1 990s 



The popular agenda/implicatioiis for educators 

Working people are more than factors of production. They require security, dig- 
nity, and creativity In their Jobs, and this Is a power Issue. Individual workers 
cannot exercise power, but the collective decision to give or withhold intelligent 
co-operation has major economic implications. This decision is exercised 
through trade unions. 

During the last generation, unions in the United States have lost ground: 
they've gone from representing 30 per cent of the workforce to less than 20 per 
cent. In the same period unions in Canada have gained strength, moving from 
representing 30 per cent to nearly 40 per cent. Working with this increasingly 
confident and outward-looking social instltuMon Is quite different for an activist 
educator in Canada than it is for our colleagues in the United States. Nonethe- 
less, as the Conservative /corporate agenda in Canada gets implanted through 
prlvatlzai -i. deregulation, and free trade, the very existence of unions is being 
threatened. 

Unions are not immune from the prejudices, sexism, and racism that affect 
all other Canadian institutions. Individual members tend to see immigrants as 
taking away Jobs or as being a drain on our economy and welfare system. This is 
blaming the \1ctlm. Similarly, many unionists fear that current members will be 
undercut by immigrants, who come motivated to struggle hard to make a better 
life for themselves and their children. Educators within the trade union move- 
g «t ment. in co-operation with some outsiders, ai e developing courses and materl- 
K^^^^Rp als on employment equity to address such fears and challenge the racism that 
^^^^HB allows the economic establishment to divide and conquer. 
^^^^^K A major challenge for educators is to develop our own capacity to bridge cul- 

^^^^^■ii tural divisions and to commit ourselves to a practice of mutual respect and 
inclusion. This commitment may also mean Joining in struggles led by cultural 
^^^^Hlj groups demanding equal rights, employment equity, changes to immigration 
^^^Hh0 pohcy. and full participation in economic decision-making. 
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POLITICAL 
CHALLENGES 

First Nations on the 
move 



The dominant agenda 

For the First Nations of the Americas, through the last five hundred years of con- 
quest and settlement the dominant Imposed agenda has been the White agenda. 
Whether facing the results of Europeans shipping "new world" gold back to 
Queen Isabella or fencing In a homestead on land with no apparent owner, the 
aboriginal peoples have been robbed and bloodied by superior firepower. The 
perception of Indians as "savages" has endured, reproduced over and over in 
cowboy movies rerunning on TV or available at the video store . 

The conquest of the First Nations did not come easy and over the years there 
have been major rebellions against Wliite rule. Eventual pacification often 
included the signing of a peace treaty in which the Whites graciously ceded some 
marginal lands to Native habitation. Today a paternalistic network of govern- 
ment payments and services has been structured around Native reserves. Many 
government officials and industry executives still view the aboriginal peoples 
and their way of life as an obstacle to progress . Even some immigrants who suffer 
dally discrimination themselves have come to see Indians from the dominant 
perspective. 

Lands once thought useless and ceded to the First Nations now sit on oil 
reserves or precious minerals, and the pressure is on to move Native people off 
those lands. Successive Canadian governments have been content to Just keep 
talking about past treaty promises rather than honouring them. But the events 
of summer hi90 at Kanesatake/Oka in Quebec proved that state force will be 
used if Native people do not behave "with moderation'* in pursuing future 
demands. 
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The popular agenda /implications for educators 

There is a new element of militancy backing up the demands of Canada's First 
Nations for fair treatment in the 1990s* The confrontation at Kanesatake/Oka 
struck a chord with the people of the First Nations across Canada, as witnessed 
by the many solidarity road blocks that went up around the country, The time for 
talking for its own sake is over and the moment for meaningful negotiation has 
arrived. The scuttling of Meech Lake in Manitoba by Elijah Harper, a Native 
member of the provincial legislature, was a firm reminder that Canada's indige* 
nous people need to be treated as nations - no more second-class citizenship. 
Sovereignty and self-government have been put firmly on the public agenda and 
will have to be dealt with, or further militancy can be expected. 

Against all odds, First Nations have been able to maintain their cultural tra- 
ditions. Native artists have developed a strong arts-community link in many 
large urban centres across the country. Cultural communication has been a 
vehicle for the expression of aboriginal concerns and has provided a foot in the 
door of mainstream media. Greater media exposure to First Nations' values and 
outlook has begun to have a profound effect on how other Canadians view the 
world around them. Education continues to be a site of struggle for Native com- 
munities, which are rejecting the residential school system that separates off 
their young people. Community members are grappling with the questions of 
accountability and control over education on their own lands. 

Aboriginal educators, their communities, and diverse cultures may also 
challenge some of the basic assumptions non-Natives have about how education 
happens. The consensus model of decision-making or the •'medicine wheer con- 
cept of learning engenders non-linear and perhaps ultimately more deeply dem- 
ocratic practices. Aboriginal educators also bring new perspectives on the role of 
culture and spirituality In our work. 

Non-Native popular educators are being challenged to take seriously the 
voice of First Nations participants in workshops. But we should be thinking not 
only about the odd chance for them to speak, but also about having Native people 
a^ part of our planning, design, and facilitation teams. At conferences we help to 
plan, we need to ensure that the organizers whose organizations are usually on 
record as opposing Canada's treatment of First Nations include the Native 
agenda in their programs. 

To develop longer-term alliances with First Nations people, the question of 
trust will be central. Such trust will have to be earned through clear support for 
Native sovereignty and from the development of equal partnerships where 
mutual learning can occur. 
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Sovereignty and The dominant agenda 

association The 1990s have ushered in a global trend to greater cultural self-determination. 

The space for the accommodation of cultural difference Is still to be gauged, but 
globally the issue could lead to the breakup of many larger countries. 

In Canada, demands from Quebec as well as from the First Nations challenge 
the traditional concept oi one nation running sea to sea. It used to be that capital 
both In Quebec and the rest of Canada would fight talk of separation. Now capital 
in Quebec is not so concerned about separating as long as there Is no fundamen- 
tal systemic shakeup along the way. With the advent of Free Trade, the trade and 
investment axis is shifting significantly to north-south and away from east-west. 
The rest of corporate Canada can accommodate separation more easily now 
than in 1980. 

Quebec entrepreneurs increasingly want to get out from under the anglo 
shadow, and here their interests combine with other sectors of Quebec society. 
For many of those other sectors, the cultural questions loom largest when in fact 
their deeper economic interests may be quite at odds. 
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The popular agenda/ implications for educators 

A majority of Qu6b6cols are fed up with their treatment by the rest of Canada and 
are ready for a change. The trad^ unions, community, and other grassroots 
organizations see ending anglo domination as an opportunity to build some- 
thing new and different, They bring a radical edge to change In Quebec's future 
status in relation to Canada, 

Those of us working for social change in English-speaking Canada need to 
support a rethinking of the concept of nationhood. In the process we may very 
well run up against reactionary elements. We should try not to silence them but 
begin to deal with their comments p3 we move towards a new Canadian con- 
struct. The ability of organizers, activists, and educators to help shape a soclad 
change agenda is closely related to the degree of openness established in dealing 
with difference. Increasingly, part of our work will be confronting the fears that 
we all have about "the other", looking at where those fears come from as well as 
exploring the positive contributions that people of different cultures and back- 
grounds are making In our society, In the process we will also need to confront 
some very real conflicts of Interests based on those differences. 

Many of us living in English Canada have been cut off from the Important 
developments of popular education and popular resistance In Quebec, some- 
times because we are simply oblivious to events there. We need to work hard to 
break down those barriers, enter into an exchange with our Quebec counter- 
parts, and learn from their rich experience, 

Educators in the rest of Canada, whether or not they agree with Quebec sov- 
ereignty, must respect Quebec's right to self-determination. Regardless of the 
outcome, it will be important to build a strong association between popular sec- 
tor work happening in both contexts, 

Separateness does not diminish the importance of continuing to struggle 
around the issues of language and culture that have often divided us and limited 
communication. Rather, it increases the Importance of a horizontal approach 
between equals, respectful of difference. This approach may succeed where ver- 
tically imposed solutions like Meech Lake or ideological assumptions that don't 
take cultural differences into account have failed. Success is important if we are 
to first maintain and then strengthen popular sector unity, all the while collec- 
tively navigating through the difficult waters. 
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LOOKING AHEAD: 

Implications for the 1990s 



SOCIAL 
CHALLENGES 

Deeds not words: 
feminizing our 
practice 



The dominant agenda 

Governments and corporations have recognized the problem of women's Job 
ghettos and unfair pay practices, but the problems remain. Although a few 
booted and suited women have made It Into the boys club, male privilege In the 
workplace and society In general Is still the norm. Women who have sy oken out 
about sexuality, reproduction, and family life have faced a patriarchal backlash, 
which among other things challenges their right to control their own bodies. 

As a society we have only Just begun to recognize the level of violence against 
women In the home and to see that It Is part of a deeply Ingr. med pattern of male 
behaviour where being "In charge" Is what Is "to be expected". There Is still tre- 
mendous pressure. In the media and In some Canadian religious Institutions for 
example, to deny that Incidents of violence such as the Montreal massacre of 
fourteen women In December 1989 are anything more than random acts. 




The popular agenda /implications for educators 

Most politicians and company executives agree with the concept of having more 
women In decision-making positions, but the old-boy network Is very much alive 
and selects Its own members. 

Women In the 199Gs will continue to fight for better legislation on employ- 
ment and pay equity In the workplace. A growing number of popular organlza- 
tlons have women's caucuses as an Integral part of their decision-making struc- 
tures. There Is also a trend among established women's organizations to Incor- 
porate questions of race and class in their equity demands, opening the door to 
closer working ties not only with the labour movement but also with differently 
abled and working-class women and women of colour. 

Social change education, even when Its focus Is not on gender, ncds to learn 
from feminist theory, especially where it links the personal and the political, At 
the DMI we feel that middle-class White feminists in the women's movement 
need to work closely and equally with women of colour and working-class 
women. We also believe that we must all model different ways of working that 
challenge the type of exclusive networks based on privilege that we abhor in the 
old-boys network 

Popular organizations and unions still dominated by men will be challenged 
by women impatient with organizations that fight for social change but still mir- 
ror gender inequities thems'^lves, In designing and facilitating education ses 
sions, popular educators need to ensure a voice for the broad range of women of 
different abilities, background, age, colour, and sexual preference. These voices 
need to be built into our teams, our print and audio- visuals, our issues, and our 
work processes. 
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LOOKING AHEAD: 

Implications for the 1 990s 



Confronting White The dominant agenda 

privilege Canada has a long and unsavoury history of racism. The White Europeans who 
settled Canada pushed the original inhabitants aside to stake their claim. The 
Whites imported some Blacks as slaves and by law actively discouraged other 
Blacks from moving here. Those Blacks who did manage to immigrate over the 
past 150 years, particularly to Nova Scotia and Ontario, were accorded second- 
class citizenship and denied basic rights. 

Earlier this century prospective Chinese immigrants hac' to pay a special 
head tax before being allowed Into Canada. The story is much the same for 
people from places or with backgrounds not considered desirable by Canadian 
officials. 

An expanding industry and agriculture required more immigrants to do 
manual work. Initial recruitment efforts were aimed at mainly attracting poor 
Whites from Europe, but gradually this pattern changed. 

Today Canada chooses 75 per cent of its immigrants from Third World coun- 
tries, Now about one in three residents in Metro Toronto was born in another 
country and most communities of colour are grov^ng faster than White commu- 
nities. While racism is increasingly recognized as a Canadian problem, the sys- 
tem and ideas that perpetuate racism are still intact - in the workplace, in our 
institutions, and in our communities. 

The current official term for promoting harmony is "multiculturalism'\ This 
concept, promulgated by the federal government since 1971, avoids the more 
sinister aspects of the **melting pot" theory once prevalent in the United States 
but obscures the historical and newer roots of Canadian racism. Recent police 
shootings of Blacks in Toronto and Montreal, unrest in Nova Scotia, and the 
events at Kanesatake/Oka are just a few of the indicators of a deep and pervasive 
racism avoided by the multiculturalists. 

The dominant agenda of multiculturallsm, when pursued, focuses on reme- 
dying individual cases of unacceptable behaviour v/hile avoiding the systemic 
practices that exert the real impact. When impatience and anger at persistent 
injustice mobilize communities, as in Toronto or at Oka. the dominant forces 
attempt to separate the moderates from the militants and to name their pre- 
ferred community leaders, dividing communities and trying to dilute their 
strength to fight back. 

The popular agenda /implications for educators 

Black activists are challenging racist structures and attitudes embedded in 
White- Jominated police forces. School trustees of colour along with progressive 
White ::ounterparts are pushing for curriculum that challenges racist stereo- 
types and practices. Unfair hiring practices persist. 

But there is strong pressure on legislators to bring In laws like the Employ- 
ment Equity Act with goals and timetables for visible minorities, as well as for 
women, Native people, and the differently abled. Artists and cultural workers of 
colour are demanding that both dominant and oppositional cultural organiza- 
tions examine thei^ policies for hiring, decision-making, programming, and allo- 
cation of resources. 
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Anti-racist education Is an area that popular educators - White, people of 
colour, and Native people - need to be directing more energy to In the 1990s. 
However, to do so we have to be clear about our different stakes In this work. 
Those of us who are White traditionally have not had to deal critically with our 
cultural Identity - it Is "the norm". For Black educators, cultural Identity is an 
ever present factor and always an Issue. Increasingly, all of us as educators need 
to deal as honestly and openly as possible with who we are, so we can ! lelp others 
In our workshops do the same. 

Anti-racist education also requires rethinking about who plaiis anJ facili- 
tates the sessions. Our preference Is that wherever possible In a teani of two, at 
least one will be a person of colour. To practise what we preach, wc need to 
ensure that popular organizations Involve people of colour as full partners, being 
mindful of the problem of taking people away from their bases where they are 
often most needed. It is also crucial that the materials we produce carry the 
voices of people of colour and Native people in the text as well as in the visuals - 
and without falling into tokenism. 

In addition, an anti-racist approach to social change education involves 
exposing the limits o multlculturalism, challenging White activists to see the 
racism so appartnt to its targets, joining with activists of colour In their struggles 
for equity, and reslstlngall efforts to keep "the militants" shut off on the margins. 
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Taking back the 
Grey Agenda 



The dominant agenda 

Older people today fare little better than the many disposable items our indus- 
tries produce. Advertising in a consumer society such as Canada's places a pre- 
mium on youth culture, constantly reminding us all - no matter what our age - 
that young is beautiful. Mamagement. influenced just as much by its own 
advertising as you or I, places a premium on adaptability and mobility in an era 
of rapid technological change. The doors just seem to close the older you get. 

Most people, once they are counted out of the labour pool, fall back into 
paternalistic state hands that seek to "serve them", "amuse them", or "use them" 
to continue the pattern - rather than incorporate their experience or knowledge 
into self-managed endeavours. In recent years the government has treated the 
Canada Pension Plan not so much as a right for every citizen in recognition for 
contributions lO the workforce but as a luxury, a prime territory for cutbacks. 

Inequities that hit women, racial minorities, and other non-dominant 
groups before retirement age are compounded afterwards. The result for many is 
a time of grinding poverty and continued second-class status. 
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The popular agenda /implications for educators 

Not all older people accept being put on the shelf. Some are speaking out at pub- 
lic forums, through the media, or in books to challenge dominant perspectives 
on ageing. Others, like British Columbians Raging Grannies, provide an alter- 
native perspective on a variety of issues, using cultural forms such as drama and 
song. 

In the process they challenge societal stereotypes about older minds ana 
abilities. In the mid- P980s older people were the first group to organize and suc- 
cessfully oppose the Conservative government's attempt to cut back pensions as 
part of its structural adjustment program. 

In the 1990s it is evident that many older people are becoming aware of the 
needs in their own communities and of their responsibility to use their knowl- 
edge to help find solutions. Such needs Include lack of housing, overuse of pre- 
scription drugs, and ethical decisions regarding use of modern technology - as 
well as the need to work for peace and a liveable environment. 

As social change educators we have to be aware that in the everyday life of 
many communities, older people are at work using their experience and con- 
cern, helping one another In building a more humane world. 

In workshops with both older and younger participants, it will be Increas- 
ingly important to discuss ageism and how It can divide us In the same way that 
racism and sexism do. Younger educators need to work at developing relation- 
ships with older people, since so much In our society segregates us by age. 
Seniors represent a tremendous pool of volunteer energy and knowledge and can 
bring leadership and labour to many of the struggles we work on. 

All of us have a stake In combating ageism. Where possible we should draw 
from examples of the very different treatment given older people In aboriginal 
cultures and In other societies beyond our borders. This understanding can help 
us guard against unconsciously reproducing dominant paternalistic attitudes 
In our work. 

Seniors and their organizations may need support from social change edu- 
cators. At the DMI we are currently working with activist Doris Marshall to plan 
and Implement leadership training sessions for older people so that they can 
become the subjects of - rather than the objects of- later life programming. 
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A matter of The dominant agenda 
planetary survival Environmental destruction has emerged as one of the hot Issues of the 1990s - 

after long decades when politicians and industry largely dismissed earlier warn- 
ings as the "price of progress*'. 

For the last two centuries, capitalism operated on the understanding that 
the world was an infinite storehouse of resources that were **ours" to exploit. 
Now, faced with clear evidence that there are limits to what the earth can bear, 
some executives are having to re-evaluate thebasic premise of ^'expand or die". 

Resource extractive Industries still view more stringent government guide- 
lines as irritants that will hurt profits. Manufacturers, usually located in more 
populated areas, often come under close community scrutiny, particularly for 
obvious breaches of air pollution standards or dumping practices. But both the 
resource and manufacturing sectors still seem to be dragging their heels on 
cleanups or installation of new, clean technology. 

There Is some movement at the retail business level as supermarkets and 
other ou tlets see possible profits and good public relations In marketing environ- 
mentally friendly '^green" products. But other companies arejust becoming more 
sophisticated at appearing to be ecologically «ound, with their glossy ads of rain 
forests intended to mark their contribution to the exploitation of labour and land 
at home and abroad. 

Although public opinion in Canada supports the idea of government getting 
tough on corporations that misrepresent their products or pollute, the compa- 
nies warn that they can and will close down and move to areas where legislation 
to protect the environment is non-existent. 

The popular agenda /implications for educators 

The people and organizations who have long worked to save the environment 
and have been ridiculed for it now see their work paying off. P:ibllc awareness 
has been helped in no small way by real events: nuclear disasters, oil spills, 
barges full of garbage that nobody wants, beaches OiTUmits to bathers, and the 
fear of global warming, to name a few. Although we are becoming more aware of 
the fragility of the natural world around us. we nevertheless remain to a greater 
or lesser degree participants In a consumer lifestyle often tied into ecological 
destruction. 

Environmental activists have shown an exemplary balance of policy lobby- 
ing with grassroots mobilization. In Canada and other northern countries, envi- 
ronmental groups are putting forward concrete plans to tackle the crisis. In the 
midst of the 1990 Ontario elections, for example, Greenpeace, Pollution Probe, 
Citizens for a Safe Environment, and the Nuclear Awareness Project joined to 
present politicians with a practical blueprint for future regulatory changes. 
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A blueprint for action on the environment 

■ a phase-out of the chlorlne-based bleaches used by the pulp and paper Indus- 
tries by 1993 

■ elimination of ozone-damaging chlorofluorocarbons by 1995 

■ reduction of all discharges of toxic chemicals into ciir and water to zero by the 
year 2000 

■ a halt to the construction of nuclear po^^er plants and eventual phase-out of 
existing plants 

■ legislation to eliminate excess packaging and require that all bottles be re- 
flllable 

■ an environmental bill of rights 



We feel that educators not directly Involved In the environmental movement 
need to pick up the sense of urgency held by our colleagues working from within. 
We need to keep In touch with the latest thinking so that we are not, for instance, 
supporting recycling when we should be talking about reducing the amount pro- 
duced. 

This single-Issue focus has successfully reached a broad public but It runs 
the risk of being co-opted by the dominant agenda. The movement Is still primar- 
ily middle class, appealing to people's Individual concerns, but It has the poten- 
tial for being linked to deeper economic structural Issues and Involving broader 
participation. As educators for social change we all should be Interested In Unk- 
ing environmental concerns In our work with a broader race, class, and gender 
analysis. This will help support those In the environmental movement working 
to build a critical awareness among front-line environmental activists as they 
assess, among other Issues, the Impact of corporate "green campaigns". 

Educators and activists together need to urgently deal with the environment 
versus Jobs position that some working-class people take and which companies 
are eager to promote. Confronting surface contradictions can help us uncover 
the forces that stand behind them and find common ground for fighting the root 
causes of these conflicts. 

We also need to look at our personal practices as educators. Including the 
amount of paper we use and the kind of marker pens we buy. Can we design a 
more sane pace into our workshops to get off the treadmill and feel nourished by 
our Interactions? And can we begin to learn from the worldvlew of First Nations 
people and work more In harmony with the natural world around us? 
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Humanizing the The dominant agenda 

workplace By all accounts technological change in the 1990s will make previous decades 
appear stationary. 

Communications, computers, and the related high-tech field will concen- 
trate on new hardware - the machines that do things quicker and cheaper. Low- 
Tech forms of industrial production such as manual assembly work won't disap- 
pear but will more and more likely be farmed out to low-wage zones. Dominant 
interests are likely to continue to feed popular lore that technology is the price of 
progress and uncontrollable. 

Talk about "tech change" can itself be a weapon that management uses to 
discipline a workforce asking for a greater share of the pie. Linked to tech change 
is "cultural engineering", which uses training and team-concept initiatives to 
reorganize work - all part of management Initiatives to win hearts and minds. 

The popular agenda /implications for educators 

Traditionally, working-class response to tech change has been defensive. A few 
unions, however, have decided to try and tap into the tremendous potential that 
might result from the creative application of science for the greatest good. For 
example, the dirtiest Jobs that are the greatest risk to workers' health can use- 
fully be done by robots. And the new machinery in the world isn't worth a hill of 
beans without the cornisponding human know-how to run it. 

Pro-active union negotiation has resulted in management beginning to 
recognize the importance of consulting workers about when to shut down a car- 
assembly line as well as a'uout how to eliminate backbreaking work. Workers in 
some defence industries in the United States and England have pushed for Job 
security but opposed armaments production. To switch plant produc'.on to 
non-military activities requires labour to go on the offensive and provide a corpo- 
rate plan to rival that of management: no longer a passive audience in the drama 
of technological change, labour instead needs to become the primary script- 
writer. 

As educators we have to come to grips with tech change in our own backyard . 
The FAX machine p/ovides tremendous new opportunities for team planning 
and design when not all team members live in a common geographic area. In 
workshops, video technology is often felt to be intrusive but we can harness it to 
enhance learning opportunities or to provide a graphic record of a session thai 
participants can refer back to. 

As we use these tc ols we have to challenge the concentration of ownership 
and the control over technological innovation that tends to favour dominant 
interests. Workers will need support from other sectors, including radical 
engineers, sociologists, and popular educators. Together these groups can work 
not only to unmask the dominant agenda and counter the cultural engineering 
offensive but also to help shape tech change for our benefit. 
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The humanlzatlon of work Is about more than technological change. To 
name Just a few, It Is also about 

❖ building respect for worker knowledge 

❖ Unking skills training to working people's experience and Interests 
looking at questions of power and hierarchy (especially In countering cultural 
engineering) 

O re-valulng the Importance of Job security amidst rapid changes 

❖ asking questions about the size of the workplace in the future. 

These are all critical Issues as we struggle for a more humane workplace. 
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CULTURAL AND The dominant agenda 

IDEOLOGICAL We looked democracy up In the dictionary to find that It comes from the Greek 
CHALLENGES words "demos", or "people", and "kratos", which means "strength". The dictio- 
nary says that the people are the rulers in a democracy. Today this proposition is 
Democracy: the not doing so well in Canada, where central areas of decision -making have been 
threat of a good largely excluded from popular participation and public control. 

example Capitalism's command structure, based on the use of private power often 
cloaked in secrecy, stands in stark contrast to the more open and horizontal 
relations of inclusiveness most people equate with democracy. Private power- 
centres reserve the privilege of decision-making for themselves when it comes to 
investment, nature, and the conditions of productive work, for Instance. 

What we are left with is a formal sense of democracy that is often equated in 
the public's mind with elections. In control of the economy and communications, 
a small elite of owners and managers also uses the political system to advance its 
ends. To keep Investment decisions safe from social control, business leaders 
invest in political parties and Influence their platforms. 




The popular agenda /implications for educators 

Participatory democracy Is the terrain that the popular movement will continue 
to use for Its fight. In Canada the unions, community groups, co-ops, and Issue- 
orlented organizations will continue to play a key role In bringing about needed 
changes In the 1990s. Broad coalitions such as the Pro-Canada Network are 
challenging the notion that Investment decisions with tremendous social Impli- 
cations are a pr ivate sector preserve. 

As for elections, the New Democratic Party and some smaller political parties 
know the Importance of keeping corporate funds at arms length if they want to 
continue representing popular sector interests and to be deserving of their votes. 
The rank and file of these parties has also discussed reforming the current elec- 
toral system with an eye to Introducing changes to make it more representa- 
tional. 

As social change educators we need to play our part In returning some of the 
original lustre to the word "democracy". This change needs to start at the base. In 
our own organizations, and it needs to be reflected In our dally work as *'demo- 
cratlc practice**. For this to be more than a slogan, we all need to tackle our own 
hierarchical organizational structures and help make them more colleglal. We 
also need to shape programs that encourage broad participation and empower 
people to take the next step in challenging oppressive societal structures. 

As educators we also have a role to play In challenging the narrowing of 
democracy to mean "elections" and to push for a truly participatory model. The 
broader public, ourselves included, needs to have a chance to discuss, to dis- 
agree, and to agree on how decisions are made. Part of this process is being able 
to share experiences and perspectives across cultures and continents, which 
will help us see what has worked, what hasn't, and why. 

Democratic processes that work from the base up are a threat to those who 
currently sit comfortably^ at the top. One thing these people fear more than any- 
thing else is something that works and that they can't control: the threat of a 
good example. 
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The dominant agenda 

The Canadian elites who helped shape the dominant economic, political, and 
social agenda in the 1980s have also targeted the cultural agenda for attention. 
Communication and the arts hold the potential to set our minds free - to not only 
help us interpret the routines and habits of daily lUe but also push us to imagine 
a life beyond the normal bounds. Although the technologies involved may not be 
in and of themselves politically loaded, ownership or sponsorship can set limits 
to what is to be communicated and to whom. 

From the advertisers who support programs or magazines that help sell their 
products, to the television producers who shape their work with potential spon- 
sors in mind, we do get an invitation to dream - but it's about their "must have" 
consumer items. It's a recipe that unintentionally shows up the hollowness of 
their version of ever>'day life. 

Built as they are around a "star" system, movies, television, and the high- 
status arts - even newspapers - tend to feature human interest stories rather 
than stressing the potential power of a wider collectivity. When it is not being 
exclusive, prime-time television (like Hollywood before it) tends to be (^ivlsive by 
separating "us" off from "them": a subtle but pervasive form of discrimination 
stands behind a media megamessage linking "bad" with "foreign, dark-sklnued. 
violent, poor" -people out to destroy our good way of life. We are being asked con- 
stantly to commit ourselves to a predominately White, powerful, wealthy, and 
male perspective . no matter what our colour, gender, age. or class background. 

Above all, the dominant cultural agenda is effective. Our exclusion from the 
realm of the stars doesn't mean that most of us don't rush to get autographs - we 
do. Role models from Hollyu'ood fill our dreams and limit our imagination. 
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The popular agenda/ implications for educators 

Community culture has not been eclipsed entirely by commercial culture or the 
high-status arts» but It has been Influenced. The word "amateur" used to be held 
In high esteem as slgnltylng an Involvement without monetary gain or motiva- 
tion. That concept has come into disrepute with all the emphasis now placed on 
the professional, who is paid to be the best. 

Although skill level is important to improving on craft, grassroots produc- 
tions are often one of the few v/ays a community has of expressing itself, Luckily, 
the participation of familiar people in a production continues to be a drawing 
card for performances in neighbourhood venues, The concept of artists in resi- 
dence or the workplace is an attempt to bridge the gap between aurtist and com- 
munity, The Popular Theatre Alliance and the increasing number of alternative 
music and theatre festivals are examples of locally based initiatives with 
national connections. These networks and events help us recall our unwritten 
history and also experiment with new forms and content that can feed the 
inquiring rnlnd. 

We have been fortunate to have the publicly funded Canadian Broadcasting 
Corporation (CBC). Although commercial considerations and severe cutbacks in 
regional programming have put a brake on CBC Television's potential, it is still a 
vehicle capable of communicating some wild and occasionally unsettling ideas. 
Without the CBC and the National Film Board, the art forms of First Nations and 
newer and poorer Canadians would seldom if ever reach a national audience. 
Culture has often been the llfeblood of popular sector mobilization. Nowhere has 
this connection been closer th^n in the nationalist struggles in Quebec, particu- 
larly in the 1960s and 1970s. 

As popular educators we know the creativity that can be unleashed through 
the use of lively participatory activities in our workshops, Once they've tried it 
themselves, participants become more aware that you don't have to be a profes- 
sional actor or singer to role-play or compose a song. The activities give us all 
confidence to look for creative forms in dally life, to revalue gras '"roots cultural 
productions and to critically examine the choices we are constantly being led to 
make. 

While we argue that high-status arts, commercial culture, and community 
culture are not either intrinsically radical or reactionary, ownership and control 
of arts and culture can make all the difference. And it should be unmasked. 

We need to think about expanding connections with dissident elements In 
the high arts world. And we need toglve greater thought both to communications 
that are effective and inexpensive and to making better use of the established 
media opportunities. But the lask of giving new life, spirit, and force to our edu- 
cation and organizing efforts requires building a deeper understanding of cul- 
ture - tapping into our histories, memories, identities, and forms of expression 
both at a collective and an individual level. 

As educators, whatever we can do to expand our collective capacities to 
imagine other possible futures will be key to building a more just, humane, and 
democratic society. 
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BREAKING 
DOWN 
BARRIERS. 
BUILDING LINKS 



As Herbet de Souza. a Brazilian educator, once said. "Social change Is more like 
algebra than arithmetic," We. the authors, certainly think that the twelve chal- 
lenges we have Just put to paper are not to !je treated as a matter of "one plus one" 
or as a formula to be adopted In a linear fashion. On the contrary, we think Ifs 
possible that any two of them together could turn out to have the power often. 

But what we hope we Ve communicated Is our belief that the role of the social 
change educator Is to break down the hegemony of dominant Interests and to 
strengthen the legitimacy of popular groups and their capacity to take on those 
power structures. When we put these dozen challenges back Into a larger pic- 
ture, we focus once again on the Interrelated nature of the oppressions we face. 
As social change educators we need to work at linking our educational work to 
organizing, to political action, and to building social movements - in the process 
forging new relationships from the ground up. 

When and where any of these twelve sites of struggle will catch fire, we're not 
sure. But we are sure that there's a change a-comln' - and we hope to see you 
there. 
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THIS BOOK AND 
US: A 

CONVERSATION 



About naming 



About taking 
ourselves seriously 



About speaking 
from our own 
experience 



Usually we Just see the final product of a writing project: the book. We rarely get 
glimpses into the process of writing it. So that s exactly what this first part of the 
postscript is about. It s a conversation among ourselves - as five authors - about 
writing this book collectively: 

O starting from what we have in common 

O the differences that emerged and what they meant 

0 the learning- about ourselves, education, and politics. 

Using this framework and with most of the writing behind us, we sat down and 
began to talk. Here are some bits and pieces from that conversation. 

1 dtdn*t actually have words for some of the things that I did and saw others do. So 
part of working on the book was not Just about naming power relations, contra- 
dictions, or dynamics but had to do with pulling out from our toes ways of 
describing what we do - the principles we act from. Because often we Just do 
things by our instinct. For me that "pulling out from the toes" is hard labour. 

Taking ourselves seriously has been a theme as we wrote . So much of what we do 
is hidden, not valued, that it makes us defensive. The process of the book is 
about asserting the legitimacy in what we do. It's about all the issues of "naming" 
that don't come up until you try to speak about your experience . A lot of what's in 
this book was unspoken before. 

Remember, we began by saying we would simply speak from ou r experience. But 
speak about what in our experience? And how would that be useful to someone 
else? 

The writing was a focus for distilling the experience and then naming it from 
there. 

For me, working on this book took my own experience further. I began writing 
about things I thought I knew about, like the spiral model and did a first draft. 
But after you all pulled it apart, I learned a lot more about design from your 
input. Even the frame of planning, design, and facilitation really emerged from 
these discussions. 

I also realized how much we freeze things into categories - and when you put 
It down, you realize that the frame isn't quite adequate. Sometimes I didn't know 
what I was talking about - in "planning", for example I've been doing this work 
for all this time, but I didn*t really know what the word meant. 
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About reflecting on 
our practice 



On 

choosing / writ ing 
our own chapters 



I got started on the writing late. I also had this block about "facilitation", and 
"education for social change". I always thought the context had to be a workshop 
situation -outside of the formal system. I had seen myself as facilitating learning 
- not Just giving students a recipe but helping them critically analyse. I didn't 
know If people out there would want to know about that - maybe people would 
only be Interested In the informal settings. 

So it was difficult for me to begin. I had done some thinking about myself as a 
participant researcher - giving voice to people who would not otherwise have 
voice. Publishing was a way of giving back to people their words so they could use 
the book as a vehicle for speaking to the wider community. So that's why in my 
first draft the emphasis was on research. Then I moved from that and started 
looking at my work generally, to see how much my teaching and other work is lit- 
tered with political messages or framework: engaging students in conversation 
rather than "telling them". 

The other night I had a dialogue with the students and afterwards I thanked 
them for the discussion and said I'd learned a lot. Everyone was surprised. "How 
could you say you learned from us?" they wanted to know. For them, learning is 
what they do. What I do Is inform. So I had to start rethinking and it was good for 
me. Of course, the pressure of deadlines also helped a lot. 

We chose the chapters that we were each going to write ourselves - not really 
knowing what we were choosing. So we have nc one else to blame. Somehow it 
worked out and I was glad that I wrote my chapter - or at least that someone else 
wrote the other chapters and not me. 



Once I started to lool: at my piece (chapter six), I wished it was ten years ago. 
There was more order then somehow. I knew what the limits were - how the world 
was divided, the gaps. Suddenly I wondered what was going on. Instead of writ- 
ing in a time when you know what oppressive structures you're pushing against, 
now is a time of incredible fluidity. It's hard to know what direction things are 
taking. It's a newballgame in many dimensions, especially at the international 
level. I was also overawed by the assignment of my chapter. So it's been a hard 
process for me. 

On the other hand, I realize I'm not the only one in this boat. No one I've 
talked to out there has a clear idea of where things are going either. So I semi- 
relaxed. In all the other chapters we are pulling out from our own experience, 
flawed as it may be. This chapter is different - we're looking forward. 

I felt another pressure oo. In doing the type of work I do, I come up against 
the academics who see pop"'"r education/social change educators as "flaky '. 
According to them, we are su^ r-good at keeping people happy and moving them 
around, but we have no facts, no analysis. So recognizing that while it wouldn't 
be a definitive statement, this chapter would be important to add to the general 
agenda, something to kick around. 
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About writing One of the Interesting th :ngs for me Is how we've worked. I found myself writing 
collectively for the four of you. Even though we didn't have a thousand meetings, I was con- 
scious of "howyou four would see this, or express that". So It was like having all 
five people In my head as I was sitting In front of the computer screen , And I think 
that's how I overcame part of the sense of being overwhelmed. 

My assignment was to take the tradition of political economy analysis (which 
in the left has been structured in a very partlculcir way: solo, detached, and 
deductive) and bring our own work In as the entry point and go from there. For 
me, that was like taking on Gramscl directly. In doing that, one resource was the 
active and Implicit Involvement of all five people and everyone's thought 
processes, which are all very different. My thought process Is putting out a few 
Ideas, playing with them, and then developing them. At the end you put on a 
iramework. 

For example, If you have cider and wine, you think of how to prepare them. 
Then you look at how they're different and work from there. The weakness of my 
approach Is a tendency to pragmatism ?\nd a weak framework. Its strength is 
that It's tailored to the situation. So. in the process of dialogue, I was forced to for- 
mulate things in ways that would make sense to the four of you. I felt if you four 
understood, the rest of the world would too. 

For me, the collective aspect was the most pronounced when I tried to put all the 
comments together. I'd have all the sheets In front of me and look at what each of 
you said on a particular page. Maybe I'd begin with one person's page - then 
chuck that and use someone else's. It's part of working collectively - to speak 
with someone and sense them speaking back as you try to interpret. 

It's amazing that things we find so clear become unclear, because people are 
having different experiences with the material. 

Having to comment on each other's stuff and take it seriously was great. It 
always had a bearing on something I was trying to think through myself, and not 
only for this book. But my biggest fear was that I had nothing to say. I start from 
that fear every time I write and it always takes me a long time to get enough down 
to tentatively show to people. If they don't burn it. I get the courage to go on. So 
my fear was to get past the point where the four of you would even consider my 
draft. Then the fear went and the process was as the rest of you describe. 

I experience that same fear. Maybe It has something to do with being a woman? 
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About voice I learned a lot about the issue of voice. Some of you pointed out to me the way I 
used ''you" and the corporate '^it". I knew about that in theory, especially from 
TMiinist li(;-rature. But I le^arned a lot in doing the writing about how I still fall 
Into the traps. In talking about "we" I needed to think about who "we" are. In 
using "it" I was often disappearing whatever "it" stood for. 

Who "we" are is an issue that ran right throughout the book. The process of doing 
the writing raised questions for me about how often we use "we" to be inclusive 
and how specifically we were using it here to mean "we five". Then we had to con- 
front who "I" am in the "we". 

About being specific I actually learned something about how you can edit usefully - knowing how 

much I appreciated when you gave me concrete examples, or spent time rework- 
ing something. I didn't know how to do that for other people before. 

The importance of being specific comes out here. We are five people who have 
been talking systematically for four years. A common text forces us to get very 
specific about what we think: isolate points on which we disagree and find a 
higher level on which we have consensus. 

I think in that sense it's like the ink-blot test. It serves as a way of locating 
ourselves and our trajectories in relation to each other as well as to the rest of the 
world. In terms of my own work, the writing is a part of the rest of my life. So I find 
myself explaining the spiral model to a colleague in the union. I never had words 
or an image to explain to him before. 



About having fun 
writing 



I remember those days when we were high, Joyful - when we had moved to 
another point on something. IVe had wonderful moments in this process. Td 
bring a draft without knowing how to move forward, get input. Then, saying 
"wow". I'd go back to the computer. It's the first time I've ever had good times writ- 
ing - moments where I felt really good. 

I got inspired. I would read some parts and there would be flashes of brilliance. 
None of us has the whole thing, but suddenly as I read I'd say, "That's fantastic - 
brilliant - where did that come from?" In that sense there is a dynamic which is 
packaged as competitive which, in a context like this, is synergy. 

I can't resist this story. I was reading my draft with comments from one of you 
where you came to a place of "brilliance" and wrote "YES!" on the page. I howled 
with laughter since it was a paragraph I had lilted from that same person's input 
on an earlier draft, which I had thought was a moment of brilliance. 



196 

^^'JCATING FOR A CHANGE 

ERIC 



200 



POSTSCRIPT 



About humility 



I like the it that runs through the book. I believe that we have some extremely 
Important resources In the DMI and Its network for pushing the popular agenda 
forward In this country at this moment. On the other hand, I like that the book Is 
humble, that It doesn't say this Is the recipe we Ve been ccoKing up for three years 
and now lt*s baked. I like that spirit and would be surprised if we don't get com- 
ments about that - that It's good to state our limitations as we write. 

For me personally It's been a ^ ocess of running up against the limits of what 
we can possibly know. When I haven't Included suggested changes In a rewrite, 
it's been because I didn't know how to do it. 



On looking into the We left out a lot of Important issues In chapter six- like youth, ability/ disability, 
future the situation facing farmers and fishermen. 

One of the strengths of that chapter is that the connections are alluded to but it's 
not all tied up. It's not as if we. the enlightened vanguard, have sorted it all out. 
So here are the primary and secondary contradictions - and here's what you 
need to do. This has been the traditional political discourse we've rejected but we 
haven't always come up with an alternative discourse . 



An invitation 



About language 



I think that the tone of the book is one of invitation - Inviting people to experi- 
ment with design, adapt tools, and put their own educated guesses forward for 
criticism and shaping. I think that tone of invitation can help social movements 
to grow. We are not about maintaining progressive groups and organizations as 
private clubs. 

I think the question of language can be situated in the context of invitation. In a 
lot of the work I do. the question of language comes up in people's unease in 
using any words to name things for fear they'll be wrong. This invitation is to try 
out words to see if they describe or name, as best one can. what's going on right 
now. 

For me the question of language is saying. "That term doesn't work - so I'll try this 
one." You then leave it in the cupboard because there are some other things to go 
on to. This writing has required me to take the stuff and dust it off and look at 
whether I need new terms. 

I was doing that all the time in my chapter. Do we use Black people, people of 
colour? Whatever we decide, whose words and meanings are those? 

Words also change with time. At another time, in relating to issues around Native 
people, we were clear they wanted to be called "Native people", not "Indians". Now 
"First Nations'* is important because politically it's a dilTerent moment. And 
"First Nations" is a political statement. So *t matters very much how people refer 
to themselves. We need to say. "This is the best we know now." If we were writing 
a year from now. we might be using different words. 
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READERS The readers of the draft manuscript had a very short time to do a lot of work - and 
RESPOND: they all came through for us. We have Incorporated many of their comments and 
SOME QUOTES suggestions Into the text Itself. But they also made general comments that raised 

new questions for us» and we want to share those comments with you here. In 
keeping with the rest of tlie book» we have not attached specific names to the 
quotes. The names of all of the readers are noted In the acknowledgements. 

On taking care of How about a really strong piece on the Importance of not packing the agenda? 
ourselves For example, Fran Endlcott has a principle: one activity per block of time. The 
underlying principles for me being: 

1 we can*t do everything, so what*s most Important to do? 

2 If we keep the breadth from getting away from us. maybe we can have some 
depth. 

3 we want to learn/practlce resistance to the culture of burn-out. which Is 
essentially a weapon against ourselves. 

Audre Lorde In Burst of Light (her cancer journals) says. "Caring for myself Is 
not self-Indulgence. Is self-preservation, and that Is an art of political warfare.** 

I think the value o f popular edu cation as a creative tool Is a very Important point - 
what helps us laugh together, to create and re-shape our world together. The 
task of nurturing ourselves and each other Is something we tend to forget - we 
burn ourselves out - we lose our ability to laugh. The spiritual can be political. 

Another comment about tone. At one point I commented on what I said was an 
excessively "apologetic** tone, ... I don*t think you need to be defensive or to seem 
to be defensive. There s a tension between arrogance and humility. There*s a fine 
line between criticism (especially self-crltlclsm) and apology. There is a kind of 
personal defenslveness which no doubt relates to the Interpersonal context of 
the kind of work you all have committed your lives to. This Is a reality that I have 
felt myself all too often - and never really figured out how to resolve for myself 

Actually, much of the value of your manuscript is In giving me personal 
Insight about these very same feelings in myself, about what to do differently. 

On the differences I liked not knowing who wrote what. It gave me a collective sense of the basis of 
in voiceSt styles what I was reading. (And it was fun to guess). 

I loved the many voices - like a Latin American novel. 

I like the voice shifts as a model for diversity. 

For me the mixed voices In one volume mostly does not work. 



On the tone of the 
book 
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On power 



On activities for 
seeking new 
information 



Because our struggle against hierarchical arrangement of power Is constant. I 
think we have become in regard to **power" something like the flip side of the lib- 
eral educators who recognize difference but not Inequity. The challenge Is to 
understand the uses of power and the choices we have available for the employ- 
ment of power. 

"Respect the people you teach. Empower people through learning." These are 
both liberal platitudes which do not "respect" people. I think It should be stated - 
perhaps more succinctly - that these expressions easily serve to reinforce lop- 
sided power relations, neopower relations. When we talk about "teaching 
people" or "empowering them", a position of power Is assumed by the teacher - as 
the one doing both the "teaching" and the "empowering". 

My sense Is that It all goes back to the power of language. In this case, the lan- 
guage Is used to protect our territory, our control our sphere of influence, while 
seeming to mouth change. It makes It possible to talk about democracy and dem- 
ocratic practice without giving up power. 

It would be useful to have a tip or two about the process of seeking Information 
beyond the workshop. What I mean Is: the presumption of all or nearly all the 
activities seems to be that all the Information and Insight the participants will 
need to accomplish what they want, already exists within the group. And yet one 
major problem activists need to solve Is how to gather "Information" that will help 
them In their struggles. 

Information gathering In this sense might Involve: 

❖ Identifying general topics of active concern and relevance, specific questions 
whose answers would be helpful In addressing those general topics of 
concern 

❖ Identifying possible sources of Information (In the group, local organizations, 
and beyond) 

❖ clarifying good ways to access this Information 

clarifying ways to figure out what the gathered information "says" that might 
be useful for action-strategies. 

S don't mean to retreat to the relficatlon of "experts" and "expert knowledge". In 
fact, that's part of the challenge here: maintaining participants' respect for the 
power of their own expertise and insight, while at the same time supporting their 
ability (Individually and collectively) to seek and find the kinds of Information 
they will need to help accomplish what they want to accomplish. 
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About language I was struck with your comments In the postscript about the use of "we*' because 

that Is something I wanted to write to you about too . Sometimes I felt a bit put-off 
by what seemed to me your ambiguous use of **we*\ Sometimes you very clearly 
meant you five.... Other times you seemed to mean we-educators-for-soclal- 
change ... a more inclusive use of "we*\ So this latter use of "we" Includes me. But 
sometimes the usages went back and forth - in a way that I sometimes felt roped 
me into your assertions, your knowledge, without my consent. I felt a bit patron- 
ized. Your honesty throughout the manuscript helped me get beyond my own 
personal defenslveness. 

Surprisingly, what I really didn't like was your introduction ... I had problems 
with the non-user friendliness of the language. For example: The craft of demo- 
cratic practice is Judging the timing and content of what we say, so that we move 
people forward, rather than indulging in our own need to be heard. When I read 
this sentence I asked myself: "What is the craft of democratic practice? Democ- 
racy as espoused by the American /Canadian state? 

Judging and timing and content of what we say. Well, politicians in this 
so-called democratic practice of governing in Canada really Judge their timing 
and content to fit the audience in the most offensive and manipulative way. Is 
this what is meant by this statement? 

So that we move people forward. This sounded anti-participatory, almost 
like forcing people to go forward when they mlgh t want to go clockwise . or bounce 
thoughts around like billiard balls, so what is the direction "forward" and in 
whose eyes is a direction forward and not backward or sideways? 

Indulging in our own need to be heard. Does this mean a popular educator 
has no voice? But just facilitates others? It certainly is a thought-provoking sen- 
tence; but it didn't give me any assurance that my questions would be answered 
in future chapters. 

I started to mount an argument in my mind. . . . Where were you all coming 
from and had you become conservative in the last couple of years????!! It was a 
great relief to find everything falling into place as I read the other chapters. 

About the people we Is transformational education only with oppressed people? Can a person who 
work with does not come from an oppressed class be an effective facilitator with their 
oppressed brothers and sisters? What gives that person the right to be a facilita- 
tor for someone else's change process? How can we ensure that the facilitator 
doesn't "take over*' the change process? The answers are alluded to in other 
chapters where you stress the Importance of facilitators locating ourselves as 
actors, identifying our own social and organizational identity. 

Can we say that we are engaged in transformational education if, for example, we 
are working with an all-White, fairly wealthy, middle-aged group of church goers 
. . . people who could not class themselves as oppressed? Some may even see 
themselves as oppressors but who want to change? 
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On ownership of the 
event by 
participantB 



Ownership of the event by the majority of participants , . . means that the event Is 
**messy*\ the agenda Is continually being changed by the participant-dominated 
steering committee, whole planned sections will have had to be reworked or 
dumped In order to meet the participants* needs, participants become agitated 
by the framework and the agenda ?>nd start to challenge the planners, and I face 
each major session with great trep. Nation, until the middle of the event, the par- 
ticipants take over, they own the event and they pull it off! 

I see my role as setting the stage to ensure that the conditions are ripe for the 
participants to take over. If an event isn't messy, and people don't start »: ' alleng- 
Ingme, then I start to worry. I know that something is terribly wrong, 

Control: it .seems to me that an integral part of the spiral approach Is control, as 
sense of ownership of the process. I would find it useful if this was consciously 
and deliberately named as one of the stages in a workshop. This is not to suggest 
that there's a beglnning-and-end model but a time when this Is placed on the 
table. 



On making the 
context visible 



Challenges to 
transformational 
educational work 



What's missing 



Outsider-insider 



Making context visible and talkable Is an Important issue which might be more 
explicitly discussed. Context is a key characteristic of education for the nineties 
as links to environment (constructed and natural) and attempts to draw atten- 
tion to the importance of a sense of place - metaphorically and materially 
speaking. 

In the public mind, the experience and model of source countries - Cuba and 
Nicaragua, etc. - for transformational educational work are now profoundly 
quertloned and, in several vital dimensions, discredited. We therefore ask: What 
does It say for the role of this educational practice? There? HereV x'hls book twice 
alludes to this issue. It is a very partial response to a question which threatens to 
make this education even more marginal In the eyes of many. 

The importance and role of culture - Its deeper m .nlng, how It gets recovered, 
expressed. Integrated Into educating and organ' .xng for change. 

The real challenge and complexity of Unking our educational work to organizing, 
to political action, to movement-building. 

Most pieces appear based on the practice of facilitators as outsiders working 
with an organization or group for a limited period of time. This outsider-insider 
dynamic, and the differences of the experiences of facilitators in those two posi- 
tions might be useful to name and address more explicitly; also to Include more 
examples from those who do work within organizations, because it is a different 
experience and I think It reflects the majority of the readers. 
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On endings I like the idea that you will including a section that "reveals" your work - thereby 
demystifying the process. However, I think that it is rather long, and a bit hard to 
follow. . . . Whatever [you do with It), the Postscript as It stands now is definitely 
not a good way to end the book. 



You who think I find words for everything 

this is enough for now 

cut it short cut loose from my words 

You for whom I write this 

in the night hours when the wrecked cartilage 

sifts round the mystical Jointure of the bones 

when the insect of detritus crawls 

from shoulder to elbow to wristbone 

remember: the body's pain and the pain on the streets 

are not the same but you can learn 

from the edges that blur O you who love clear edges 

more than anything watch the edges that blur 

Adrienne Rich 

from Your Native Land, Your Life: Poems 
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To help us decide what to include In this bibliography we used the following 
guidelines: 

❖ more on practice than theory 
O must be In print and available 

major works of DMI members 

only books, kits, booklets - no articles. 

Materials distributed by the Doris Marshall Institute are coded 



1 . THE * Arnold, Rick, Deborah Barndi. and Bev Burke. A iVeu;Weaue;Popu/arEducanon in 
PRACTICE OF Canada and CerUra/ America. Toronto: CUSO and OISE, 1985, A New Weave 

EDUCATION FOR selects four new ideas or designs from the Central American experience and 

SOCIAL CHANGE reworks them for an advanced industrial context. 

★ Arnold, Rick and Bev Burke. A Popular Education Handbook. Toronto: CUSO and OISE. 
1983. Based on over forty workshops, the book has practical examples of applying 
a popular education approach to Central American solidarity education. 

★ Barndt, Deborah. Naming the Moment Political Analysis for Action: A Manual for 
Community Groups. Toronto: The Jesuit Centre, 1989. An introduction to the four- 
phase approach to political analysis that is called *'iiaming the moment". It 
includes examples of how groups have used this approach to analyse their o\ n 
issues. 

Barndt, Deborali. To Change This House: Popular Education in Nicaragua. Toronto: 
Between the Lines, 199 1 . A study of how the Sandinistas introduced popular 
education to Nicaragua in the 1980s. Includes many photographs. 
Barndt, Deborah, Ferne Cristall, and dian marine. Getting The^'e: Producing 
Photostories with Immigrant Women. Toronto: Between the Lines, 1982. An 
introduction to a collective method of learning based on personal and social 
experience. Also includes provocative photoessays. 
Boal. Agusto. Theatre oj the Oppressed. London: Pluto Books. 1979. 
Cristall, Ferne and Barbara Emanuel. Images in Action: A Guide to Using Women's Film 
and Video, Toronto: Between the Lines, 1986. Simple, easy-to-follow advice on the 
use of films and videos in cducaUon programs. Includes a section on feminist 
filmmaking. 

CUSO Development Education. Basics and Tools: A Collection of Popular Education 
Resources and Activities. Ottawa: CUSO, 1985. A handbook of basic models and 
principles of experiential adult learning, as well as a compilation of popular 
education exercises, role plays, simulation games, and activities for development 
education. 

Czerny. Michael S.J., and Jamie Swift. Getting Startedon Social Analysis in Canada. 
Second edition. Toronto: Between the Lines, 1988. Offers approaches and 
techniques for people wanting to develop skills for understanding social issues or 
for helping others to develop those skills. 
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Cunningham, Frank, Sue Flndlay, Marlene Kadar. Alan Lennon, and Ed SUva. Social 
Movements Social Change: The Politics and Practice of Organizing. Toronto: Between 
the Lines. 1988. 

Doris Marshall Institute. Educating for a Change; Workshop Manual Series. DMI: 
Toronto, 1989-90. These four manuals document DMI skillshops on facUitation 
and design with the African National Congress, Educatioii Wife Assault, Immigrant 
Service Organizations, and the Ontcirio Public Service Employees Union. 

GATT-Fly. Ah-Hahl A New Approach to Popular Education. Toronto: Between the Lines, 
1983. Illustrates the Ah-Hah! seminar technique of drawing to illustrate 
connections between the lives of participants and broader economic and social 
structures. 

r'ammond, Merryl and Rob Collins. Self-Directed Learning: Critical Practice, London: 
Kogan Page. 1 991 . Based on the experience of the authors in health education in 
South Africa. 

Hope, Anne, Sally Timmel, and Chris Hodzl. Training for Transformation: A Handbook 
for Community Workers. Three volumes. Zimbabwe: Mambc Press (P,0. Box 66002, 
Kopje, Harare, Zimbabwe), 1984. This book Is written for community educators 
and is based on twelve years of experience with groups in Africa. Part one Is on the 
theory of Paulo Frelre; part two focuses on the skills necessary for participatory 
education; and part three looks at social analysis. 

James, Carl. Making It: BlackYouth, Racism and Career Aspirations in a Big City, 
Oakville, Ont.: Mosaic Press, 1990. Black youth In Toronto talk with the author 
about their world: about dealing with racism, about their aspirations. 

★ James, Carl. Seeing Ourselves: Exploring Race, Ethnicity and Culture, Toronto: 

Sheridan College, 1 989. Canadian college students of different backgrounds write 
about their identity and reflect on the socliilization processes that have influenced 
their ideas and attitudes. Contextualized by the author with examples oJ racism, 
prejudice, stereotyping, discrimination, and ethnocentrism. 

Kokopeli. Bruce and George Lakey. Leadership for Change: Towards a Feminist Model 
Philadelphia: New Society Publishers. 1978. This booklet looks at the functions of 
leaders and how to use feminist perspectives of shared leadership to break away 
from authoritarian patriarchal styles. 

Lee, Enid. Letters to Marcia: A Teacher's Guide to Anti-Racist Education, Toronto: Cross 
Cultural Communications Centre, 1985. Through letters to a teacher named 
Marcia. Enid Lee shares her concerns and outlines some practical activities to 
assist Canadian educators in furthering anti-racist education. 

Maclean, Eleanor. Between the Lines: How to Detect Bias and Proi inda In the News 
and Everyday Life. Montreal: Black Rose Books, 1981. This book teaches us to 
"read between the lines", offering activities, exercises, and research suggestions. 
Some data needs updating (such as ownership of the media in Canada), but it's still 
ause' ul tool. 

Maguire, Patricia. Doing Participatory Research, Amherst, Mass,: Center for 

International Education, School of Education. University of Massachusetts. 1987. 

Marshall, Doris. Silver Threads: Critical Reflections on Growing Old, Toronto: Between 
the Lines. 1987. Doris Marshall recounts her own story and in the process 
challenges the negative images of ageing that are so dominant today. 

★ Marshall, Judith, with Domingos Chigarire. Helena Francisco. Antonio Goncalves. and 

Leonardo Nhantumbo. Training for Empowerment: A Kit of Materials based on an 
Exchange among Literacy Workers in Mozambique, Brazil and Nicaragua. Toronto: 
International Council for Adult Education (ICAE) and DMI» 1990. This kit grew out 
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of a South-South exchange program that took four Mozamblcan literacy workers to 
Latin America. The kit highlights experiences and approaches to training 
encountered along the way and represents them In a hands-on manner useful to 
grassroots educators. 

Mukherjee, Alok, Tim McCaskell, and Harl Lalla. Did you hear the one about . .? Dealing 
with Racist Jokes, Toronto: Learnxs Press, 1987. (Available through the Toronto 
Board of Education.) Using cartoons and text, this booklet analyses racist Jokes 
and suggests ways of responding to them. 

Progressive Literacy Group. Writing on Our Side, Vancouver: Progressive Literacy 

Group, 1986. While the starting point for this useful booklet Is that people should 
express themselves ?learly. It goes beyond "plain English" and gives practical tips 
for detecting the "co. porate English" bias In our style of writing. 

Thomas. Barb and Charles Novogrodsky. Combatting Racism in the Workplace: A 

Course Jor Workers, Toronto; Cross Cultural Communications Centre, 1 983. This 
book outlines ten sessions designed to help workers learn about and work together 
against racism. A complementary set of readings was developed to use in the 
course. 

Thomas, Barb. Multiculturalism at Work: A Guide to Organizational Change, Toronto: 
YWCA. 1987. Although this book is about organizational change, it has useful 
reference material on anti-racist training. 

Women's Self-Help Network. Women's Self-Help Educational Kit, Courtenay, B.C.: 
Ptarmigan Press, 1984. This three-volume resource is grounded in a participatory 
approach to the training of peer group counsellors and Includes many concrete 
examples of activities. 
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OF EDUCATION Brookfield. Stephen D. Understanding and Facilitating Adult Learning, San Francisco: 
FOR SOCIAL Jossey-Bass. 1988. 

CHANGE B""^'^' Charlotte and Sandra Pollack. Learning Our Way: Essays In Feminist 
Education, New York: The Crossing Press, 1983. 
P>eire. Paulo. Pedagogy of the Oppressed, New York: Continuum. 1983. 
PYeire. Paulo and Ira Shor. A Pedagogy Jor Liberation: Dialogues on Transforming 

Education, South Hadley. Mass.: Bergin and Garvey. 1986. 
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South Hadley. Mass.: Bergin and Gai-vey, 1983. 
Gramsd, Antonio. Selectlonsjrom the Prison Notebooks, Quintin Hoare and G. Nowell- 

Smith, editors. NewV ork: International Publications, 1971. 
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Lines. 1989. 
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1990. 

Lerner. Michael. Surplus Powerlessness. Oakland: Institute for Labor and Mental 
Health. 1986. 

Mackle, Robert (ed.). Literacy and Revolution: The Pedagogy of Paulo Frelre, London: 
Pluto Press, 1980. 
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Walters, Shirley. Education/or Democratic Participation. Belvllle, South Africa: Centre 

for Adult and Continuing Education (CACE), University of Western Cape, 1989. 
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V 



For the authors ofEducatingJoraChange, genuine 
democracy does noL happen solely through our political cind 
educational work. Democratic processes cmd practices are 
essential elements in achieving a truly participatory society. 
Drawing on the authors* experiences in facilitating a wide 
range of workshops, the book offers theory and practical tools 
for consciously applying the principles of democratic practice 
to daily work. 

The authors have worked in social education for almost 
twenty years. In community and solidarity groups, unions, 
boards of education, anti-racist and human service 
organizations, they have been challenging (their own) 
assumptions and refining skills towards a more integrated 
theory and practice. 

The authors are all members of the Doris Marshall Institute 
in Toronto, an organization committed to popular education 
and social change. 
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